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Title: Human Agency and the Arts: Implementing Sources of Self-Efficacy in Afterschool 
Community Arts Programs as Preventative Measures Against Poverty 
 
 
According to Albert Bandura, self-efficacy is the beliefs in one’s capabilities to influence the 
situations that affect his or her own life. Self-efficacy affects one’s level of resilience in the face of 
adversity as well as how much stress and internal psychological systems one experiences. These 
effects are particularly important for youth living in poverty, who already experience a range of 
negative psychosocial and physical environmental demands that increase their likelihood of 
remaining in poverty as adults. Through a systematic literature review, components of a logic 
model were applied to understand the influence of three afterschool community arts programs on 
participating youth. Results showed that these programs served as sources of support and 
primary preventions for youth living in poverty by involving large social networks and 
promoting individual characteristics, particularly through implementing sources of self-efficacy, 
which included enactive mastery experiences, vicarious experiences, and verbal persuasion. 
Considering the environmental demands of this population, however, more research should 
investigate how participation in afterschool community arts programs can mitigate stress while 
further influencing self-efficacy of youth living in poverty. 
Keywords: afterschool community arts programs, positive youth development, poverty, 
self-efficacy, stress 
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The purpose of the present research study explored the role of afterschool community arts 
programs through two, main research questions – (1) How are afterschool community arts 
programs sources of support and primary preventions for youth living in poverty? and (2) How 
are afterschool community arts programs applying sources of self-efficacy? In order to 
understand the function of these programs, this study examined the relationship between 
afterschool community arts programs and three domains of protective factors that influenced the 
resilience of youth amidst adversity. These included (1) individual characteristics, (2) family 
factors, and (3) external support. In particular, this study focused on individual characteristics 
related to self-efficacy for a means to reduce chronic stress – one of the negative outcomes of 
poverty – and decrease the transmission of poverty across generations. This involved identifying 
the components of afterschool community arts programs that contributed to self-efficacy through 
four sources – enactive mastery experiences, vicarious experiences, verbal persuasion, as well as 
physiological and affective states. Particular attention is placed on the latter source of self-
efficacy, as youth living to poverty are exposed to both psychosocial and physical environmental 
demands. Thus, the current chapter describes the background and significance of the present 
study as well as the research methodology for addressing the above questions. 
Background and Significance 
According to the United States Census Bureau (Bishaw, 2014), 25.7% of the nation’s 
population was living in poverty areas, which contained poverty rates of 20% or more, in 2010 – 
a significant increase of 7.6% since 2000. These percentages represented approximately 77 
million people, of whom 20.3 million were children under the age of 18 (Bishaw, 2014). Such 
drastic levels of poverty place children at a greater risk for stress – a mental and emotional state 
that adversely impacts one’s physiological and psychological well-being (Baum, 1990; Evans, 
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2004). Due to impoverished living conditions, children experience excessive psychosocial and 
physical environmental demands related to family instability and low neighborhood quality, 
including interpersonal conflict, parental detachment, unstable housing conditions, and violence 
(Evans & English, 2002). When adverse environmental factors accumulate and persist over time, 
the likelihood of children enduring chronic stress increases (Evans & Kim, 2007). This results in 
a cyclical nature of chronic stress, in which children experience highly impaired and 
dysfunctional bodily systems, leading to the inability to appropriately manage future appraisals 
and negative outcomes of stress as well as the likelihood that they will remain in poverty as 
adults (Harper, Marcus, & Moore, 2003; Haushofer & Fehr, 2014; Ludwig & Mayer, 2006; 
Musick & Mare, 2006; Rodgers, 1995; Sapolsky, 2004).  
Recurrent chronic stress not only damages children’s overall health and their trajectory 
living in poverty but also diminishes their level of resiliency against adverse environmental 
conditions. Chronic stress significantly disrupts children’s ability to appropriately self-regulate 
and to cope with environmental demands. Self-regulation and coping strategies, in particular, are 
critical as they serve to protect children from negative physiological and psychological outcomes 
through active engagement, such as problem solving and seeking support services. Children who 
self-regulate and cope, in contrast to disengagement coping strategies, such as avoidance or 
withdrawal behaviors, express fewer adverse, internalizing and externalizing psychological 
symptoms, such as depression, anxiety, and aggressive behaviors (Evans & Kim, 2013; Wolff, 
Wadsworth, & Santiago, 2010). Thus, without the availability of proper systems of support and 
primary preventions, these children will be less likely to develop necessary strategies to 
withstand inadequate environmental conditions as well as the harmful effects of chronic stress 
(Leventhal & Brooks-Gunn, 2000).  
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Previous research, however, suggests an additional coping strategy that facilitates 
endurance through adverse environmental demands that also mitigates chronic stress – self-
efficacy (Jerusalem & Mittag, 1995; Masten, Best, & Garmezy, 1990; Piquart, Silbereisen, & 
Juang, 2004; Smith & Carlson, 1997; Taylor, 2010). As originated by Albert Bandura (1997), 
self-efficacy concerns the “beliefs in one’s capabilities to organize and execute the courses of 
action required to produce given attainments” (p. 3). In other words, self-efficacy describes 
children’s beliefs about their abilities to influence situations that affect their own lives (Bandura, 
1989). As described below, the importance of self-efficacy pertains to its wide-range of effects, 
including an individual’s ability to persist through adversity and the level of stress one 
experiences in coping with environmental demands (Bandura, 1997). Additional effects include  
the course of action people choose to pursue, how much effort they put forth in given 
endeavors, how long they persevere in the face of obstacles and failures… whether their 
thought patterns are self-hindering of self-aiding… and the level of accomplishments 
they realize. (Bandura, 1997, p. 3). 
In support of the above effects, Jerusalem and Mittag (1995) identified self-efficacy as a 
moderating variable between negative environmental demands and stress.1 In a longitudinal 
study on the relationship between life-altering transitions and health-related outcomes, Jerusalem 
and Mittag found a significant influence of self-efficacy between employment and relationship 
statuses and stress appraisals, emotional states, and health. Overall, participants with a high level 
of self-efficacy perceived stressful situations as challenges instead of threats or losses, 
experienced lower degrees of anxiety, and reported fewer health complaints compared to 
participants with a low level of self-efficacy (Jerusalem & Mittag, 1995). Similarly, Pinquart, 
                                                      
1 The sample of participants included male and female, East German migrants between the age of 18 and 30-years-
old and, thus, outside the scope of the present research study.  
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Silbereisen, and Juang (2004) reinforced the significance of self-efficacy in adolescents. Through 
a multi-phase, longitudinal study, Pinquart, Silbereisen, and Juang surveyed 488 adolescents 
about their level of self-efficacy and psychological stress before and after German unification. 
Results indicated that participants with higher levels of self-efficacy, compared to those with 
lower levels of self-efficacy, were associated with a significant decrease in psychological distress 
following German unification (Piquart, Silbereisen, & Juang, 2004). 
Jerusalem and Mittag (1995) and Pinquart, Silbereisen, and Juang (2004) validated the 
resilient nature of self-efficacy within the context of adverse, environmental demands. Based on 
these research studies and unlike self-regulation and coping mechanisms, self-efficacy was 
unaffected by stressful life transitions, remained stable over time, and yet, like adaptive coping 
mechanisms, self-efficacy was associated with lower levels of psychological symptoms, such as 
anxiety (Evans & Kim, 2013; Jerusalem & Mittag, 1995; Sapolsky, 2004; Wolff, Wadsworth, 
Santiago, 2010). In addition to these outcomes, self-efficacy was also related to lower levels of 
distress during life-altering environmental demands (Jerusalem & Mittag, 1995; Piquart, 
Silbereisen, & Juang, 2004).  
In a related study, School-based Stress Management Training for Adolescents: 
Longitudinal Results from an Experimental Study, for example, Hampel, Meier, and Kümmel 
(2007) demonstrated the relationship between physiological and affective states and self-
efficacy. The authors examined the effects of a school-based preventative stress management, 
training program on perceived stress, coping, and self-efficacy of adolescents between the ages 
of 10 to 14. Results from this study showed that participants, who received the training program, 
exhibited an increase in general self-efficacy compared to the control group. Furthermore, these 
participants also showed a significant increase in self-efficacy three months following the end of 
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the stress management, training program (Hampel, Meier, & Kümmel, 2007). Thus, self-efficacy 
provides not only insight into its potential to reduce chronic stress and subsequent, physiological 
and psychological impairments of youth but also influences their amount of expended effort 
toward reaching future endeavors (Bandura, 1997). 
Although research suggests pathways for counteracting chronic stress and its associated 
affects through self-efficacy (Hampel, Meier, & Kümmel, 2007; Jerusalem & Mittag, 1995; 
Masten, Best, & Garmezy, 1990; Piquart, Silbereisen, & Juang, 2004; Smith & Carlson, 1997; 
Taylor, 2010), as described above, limited knowledge exists on the impact of afterschool 
community arts programs as contributing factors to self-efficacy and thus, primary preventions 
and systems of support against adverse, environmental risks. In particular, insufficient 
information is available about the significance of afterschool community arts programs on 
alleviating chronic stress while influencing self-efficacy of youth. Previous research, instead, 
focuses on in-school, arts-based programs related to academic performance (Barry, 2010; 
Catterall, 2009; Catterall, Chapleau, & Iwanaga 1999; Walker, Tabone, & Weltsek, 2011) or 
afterschool community arts programs that influence self-concept of youth populations – defined 
as “an ever-changing collection of self-representation formed by personal experiences and 
interpretation of the environment” (Ellis-Hill & Horn as cited in Kaufman et al., 2014, p. 118; 
Kaufman et al., 2014; Nelson & Arthur, 2003).  
Therefore, the present research study addressed the following questions: (1) How are 
afterschool community arts programs sources of support and primary preventions for youth 
living in poverty? and (2) How are afterschool community arts programs applying sources of 
self-efficacy? Based on the responses to the previous questions and while implementing the 
research methodology, as described in the next section, two additional questions emerged. These 
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questions included (1) What are the recommendations for how afterschool community arts 
programs might mitigate chronic stress and promote self-efficacy within a resilience construct of 
poverty? and (2) How suitable are logic models in conducting a systematic literature review in 
relation to addressing the two, main research questions?   
Research Methodology 
Logic Models in Systematic Literature Reviews 
 According to W.K. Kellogg Foundation (2004), a logic model refers to “a systematic and 
visual way to present and share your understanding of the relationships among the resources (or 
lack thereof) you have to operate your program, the activities you plan, and the changes or 
results you hope to achieve” (p. 1). Generally speaking, a logic model makes connections 
between two categories – the conceptualization, which includes factors (resources and barriers) 
and activities, and the intended as well as actual results from implementing that program, such as 
outputs, outcomes, and impact. In relation, these two categories assist program designers to 
determine the program structure, management procedures to monitor and plan for continuous 
program improvement, as well as the effectiveness of the program in reaching its targeted goals 
(W.K. Kellogg Foundation, 2004). Such a model consists of five components:2 
(1) Factors, which include both resources (or inputs) as well as barriers. Resources 
include the availability of human, financial, organizational, and community assets 
that enable the program to function while barriers comprise of attitudes, policies, laws 
and regulations, and geography; 
(2) Activities, which include the processes, events, and actions that are essential to the 
implementation of the program; 
                                                      
2 Although W.K. Kellogg Foundation (2004) outlines the five, basic program components (factors, activities, 
outputs, outcomes, and impacts) logic models vary in its structure, such that some models do not contain all of these 
elements or use different naming schemes for each component (Anderson et al., 2011). 
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(3) Outputs, which are the direct products of the program activities; 
(4) Outcomes, which are the specific, short-term (1-3 years) or long-term (4-6 years) 
changes that occur in the participant’s behavior, knowledge, skills, status and level of 
functioning; and 
(5) Impact, which is the central change in an organization, community, or particular 
system that occurs within 7-10 years as a result of the program activities (W.K. 
Kellogg Foundation, 2004, pp. 2, 8). 
Although the W.K. Kellogg Foundation (2004) recommends a concrete framework for 
organizing a program logic model, Cooksy, Gill, and Kelly (2001) emphasize the flexibility of 
logic models as simply “flow charts that display a sequence of logical steps in program 
implementation and the achievement of desired outcomes” (p.120). Through the definition of 
logic models, the utility of logic models expands beyond program planning and evaluation to 
synthesize previous research by conducting systematic literature reviews (Anderson et al., 2011). 
 In Using Logic Models to Capture Complexity in Systematic Reviews, Anderson et al. 
(2011) outline the significance of logic models in supporting the systematic review process as an 
instrument to “reduce bias associated with single studies and non-systematic reviews by 
operationalizing procedures to search the literature to ensure that relevant studies are captured 
and by specifying objective criteria to measure and gauge program effects” (p. 33). As such, 
logic models aid in various aspects of synthesizing research, which includes understanding the 
scope of the review, defining and conducting the review, and applying the review to policy and 
practice. The specific components of the aforementioned aspects are outlined in Table 1 
(Anderson et al., 2011). 
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Previous research in education and social welfare programs also demonstrate the utility of 
logic models as a way to define and conduct a systematic literature review, which was also the 
focus of the present research study. These programs, in particular, apply logic models to collect 
research evidence, explicate theory, and develop an analytic map (Anderson et al., 2011). 
Examples of each of these methods are explained below. 
 In Impacts of After-School Programs on Student Outcomes, Zief, Lauver, and Maynard 
(2006) examine a collection of recent experimental studies to understand the effect of afterschool 
programs on in- and out-of-school outcomes, such as academic performance, behavior, and 
social and emotional development. Through applying a logic model, the authors identify possible 
interventions and components of afterschool programs, including the environmental context of 
such programs (i.e. student supervision and academic support) and participation in quality 
programs, which may contribute to the change in student outcomes related to behavior, social 
interactions and emotion, as well as academic performance (Anderson et al., 2011; Zief, Lauver, 
& Maynard, 2006). The identification of these program characteristics, then, provides a 
framework for coding and analyzing data to understand how these characteristics influence 
student outcomes (Anderson et al., 2011).  
 Similarly, Leve, Fisher, and Chamberlain (2009) utilize a logic model to explicate theory 
as a part of defining and conducting a literature review, in order to “guide the inquiry into the 
theory that underpins an intervention” (Anderson et al., 2011, p. 38). In this case, Leve, Fisher, 
and Chamberlain apply a logic model to examine the theory behind Multidemnsional Treatment 
Foster Care (MTFC) – an intervention model that “targets parenting and peer interaction 
processes to prevent negative, coercive interactions between caregivers and children and to 
enhance positive interactions; enhances caregiver monitoring and supervision skills to improve 
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youths’ prosocial behavior; and reinforces youths’ positive and prosocial behavior” (p. 1874). 
(Anderson et al., 2011). The logic model illustrates resilience mechanisms (i.e. supportive 
interpersonal relationships and adaptive neurobiological functions) that influence resilience 
outcomes of youth in child welfare systems (Leve, Fisher, & Chamberlain, 2009). In doing so, 
the authors elucidate the underlying program theory of MTFC interventions by providing 
evidence from randomized clinical trials that support the connections between program 
components, resilience mechanisms, and resilience outcomes (Anderson et al., 2011; Leve, 
Fisher, & Chamberlain, 2009). 
 
Table 1. Added value of using logic models in systematic reviews 
 
 
 
 
 
 
 
 
 
 
 
 
Furthermore, Anderson et al. (2011) suggests another use of logic models as an analytical 
map, which aims to “demonstrate a chain of logic between inputs and outcomes and to capture 
any possible alternative explanations” (p. 38). As an example, Whitlock, O’Connor, Williams, 
Scoping the Review 
 
• Refining review questions 
• Deciding on lumping or splitting a review topic 
• Identifying intervention components 
 
Defining and Conducting the Review 
 
• Identifying relevant study inclusion/exclusion criteria 
• Guiding the literature search strategy 
• Explaining the rationale behind surrogate outcomes used in the review 
• Justifying need for subgroup analyses (e.g. age sex/gender, 
socioeconomic status) 
 
Making the Review Relevant to Policy and Practice 
 
• Structuring reporting of results 
• Illustrating how harms and feasibility are connected with interventions 
• Interpreting results based on intervention theory and systems thinking 
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Beil, and Lutz (2010) investigate the benefits and drawbacks of “weight-management 
interventions for overweight and obese children and adolescents” (p. 396) through a systematic 
literature review. Through the logic model as an analytical tool, the authors identify the 
connections between screening and interventions to health outcomes that require evidence to 
support such linkages, which also serve as key search terms and an organizational scheme to 
present and interpret results from the literature review (Anderson et al., 2011). 
Study Inclusion and Exclusion Criteria 
The literature review of the present research study specifically focused on afterschool 
community arts programming that served targeted populations, as described below, and 
measured self-efficacy, as the main outcome of interest in order to address the second research 
question (Table 2). The process for developing the inclusion and exclusion criteria was adopted 
and modified from Impacts of After-School Programs on Student Outcomes, conducted by Zief, 
Lauver, and Maynard (2006). For this previous study, the format of the criteria included the 
setting and intervention, characteristics of the target population, the types of study, and outcomes 
related to behavior, social and emotional development, and academic performance (Zief, Lauver, 
& Maynard, 2006). In contrast to Zief, Lauver, and Maynard, though, desired outcomes for the 
present research study included self-efficacy. Although measurements of self-efficacy pertain to 
specific domains, such as academic performance (Pajares & Graham, 1999; Zimmerman, 2000) 
or smoking cessation (Baldwin et al., 2006), the specific domains were not defined or outlined as 
an inclusion or exclusion criteria prior to analysis. Instead, the included articles dictated the 
domain(s) of self-efficacy. Likewise, other outcomes related to afterschool community arts 
programs were not defined before analyzing the articles but emerged based on the review of 
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literature, such as those related to the three domains of protective factors, which included 
individual characteristics, family factors, and external support. 
 
Table 2. Study inclusion and exclusion criteria 
 
Setting and Intervention. The review of literature focused on afterschool community 
arts programs in the United States that incorporated positive youth development through creative 
activities as the main component of the program. These activities could relate broadly to visual, 
performing, or multimedia arts. Furthermore, programs could occur in a variety of settings, 
including schools, community centers, museums and religious institutions. However, programs 
included in the review must not operate in primary care or healthcare settings. 
Target population. Relevant programs may serve youth from low-income households 
between the ages of 8-19-years-old.3 4 As depicted in the adapted table below (Table 3), the 
                                                      
3 Karabenick and Heller, Kun, and Kun, Parsons, and Ruble (as cited in Flammer, 1995) suggest that children 
understand the relationship between effort and ability “toward the end of the first decade of life” (p. 79). Since the 
exact age of onset for Level 5 is unclear, the present research study bases its inclusion criteria beginning at the age 
of 8 for the target population. 
 Inclusion Criteria Exclusion Criteria 
Setting and 
Intervention 
• Setting: afterschool 
• Intervention: arts-based 
programs 
• Location: United States 
• Setting: primary care or healthcare 
environments 
Target 
Population 
• Age: 8-18-years old 
• Socioeconomic: low-income 
• Conditions: psychiatric or learning 
disabilities, including emotional and 
behavioral disorders or physical 
disabilities 
• Experiences: trauma, including 
physical and sexual abuse 
Study 
Design 
• Peer-Reviewed 
• Qualitative Studies 
• Quantitative Studies  
• Date of Publication: 2000-
2015 
• Narrative Inquiries 
• Literature Reviews 
• Dissertations 
• Theses 
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minimum age ensures youth have reached the appropriate developmental stage of self-efficacy 
by fully understanding the connection between their effort and ability (Flammer, 1995). The 
programs, though, must not specifically target youth with psychiatric conditions or learning 
disabilities, such as emotional and behavioral disorders or physical disabilities, or youth who 
have experienced trauma, including physical and sexual abuse. 
Study Designs. The review of literature included current, qualitative (case studies) and 
quantitative (nonexperimental, experimental, and single-case designs) research studies from 
peer-reviewed, scholarly journals in a variety of disciplines, such as the arts, education, 
healthcare, and psychology. Examples of such journals included the International Journal of 
Education & the Arts, Journal for Learning Through the Arts, and Journal of Primary 
Prevention. In order to maintain the relevance of practices in afterschool community arts 
settings, articles were selected from 2000 to 2015 and provided thorough descriptions of the 
methodology, program goals, program activities, and intended results. (see Appendix A for more 
information about the selected scholarly journals) 
 
Table 3. Five developmental levels of control beliefs 
                                                                                                                                                                              
4 As explained in Chapter 3, one of the included, peer-reviewed articles included participants who were older that 
the age of 19 as this particular study conducted a longitudinal component. 
Level Age of Onset Definition 
5. Control Beliefs as a part 
of Self-Concept 
7 to 10-years-old Self-consciously knowing that I am able to 
act in such a way that certain effects are 
produced. 
4. Self-Awareness in 
Shaping Self-Concept 
2.5 to 3.5-years-
old 
Self-consciously knowing that I act(ed) in 
such a way that certain effects are produced. 
3. Differentiating Internal 
and External Causes 
2-years-old (Consciously) knowing that I act(ed) in such 
a way that certain effects are produced. 
2. Causal Paradigm 10-months-old Knowing (being aware) that certain actions 
produce(d) certain effects. 
1. Event Paradigm Birth Knowing (being aware) that certain effects 
happen. 
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Literature Review Process and Logic Model Development 
Through a systematic literature review, the present research study surveyed relevant, 
published sources from arts and culture, education, and healthcare fields. This approach mirrored 
two previous studies from Baxter et al. (2014) and Zief, Lauver, and Maynard (2006). These 
studies implemented an iterative and emergent approach to identify evidence for constructing a 
comprehensive, program logic model, in which search terms were broad and were adapted to 
capture all relevant qualitative and quantitative studies (Baxter et al., 2014; Zief, Lauver, & 
Maynard, 2006). In order to ensure a systematic, replicable, and transparent review process, an 
audit table was created for collecting information on the: (1) date of the search; (2) search terms; 
(3) database searched; (4) and number of relevant sources, including the number of abstracts and 
articles under review (Baxter et al., 2014; Zief, Lauver, & Maynard, 2006).  
After research studies were compared to inclusion and exclusion criteria, as stated above, 
the following information was extracted from the included articles: (1) study design; (2) aim of 
study; (3) demographics of participants; (4) context of the afterschool community arts program; 
and (5) main results. In addition to this information, extracted, qualitative and quantitative data 
from the included research studies were categorized through a thematic synthesis, according to 
the five components of a logic model – factors, activities, outputs, outcomes, and impact – and 
with particular emphasis of the four sources of self-efficacy, which include enactive mastery 
experiences, vicarious experiences, verbal persuasion, and physiological states (Bandura, 1997). 
As a part of the aforementioned components of a logic model, the present study included an 
additional component – context, which captured student characteristics, prior academic 
achievement, and family background (Zief, Lauver, & Maynard, 2006). The synthesis of themes 
served to underline the specific factors of afterschool community arts programs that influence 
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self-efficacy and chronic stress (Baxter et al., 2014; W.K. Kellogg Foundation, 2004). In 
addition to identifying the sources of self-efficacy within each afterschool community arts 
program, information about additional individual characteristics, family factors, and external 
support was also categorized according to the logic model components. 
Conclusion 
 Previous research about childhood poverty shows the connection between adverse 
environmental demands and recurrent stress. Such living conditions negatively impact children 
throughout the course of their lifetimes and across generations. Although research indicates self-
efficacy as a protective factor and resilient coping mechanism against these risk factors, a gap in 
knowledge exists. Limited information is known about the impact of afterschool community arts 
programs on self-efficacy and stress. In order to understand this impact, the present research 
study applied a logic model to systematically review literature by categorizing data into context, 
factors, activities, outputs, outcomes, and impact. This methodology, in particular, provided 
insight into the influence of afterschool community arts programs on participating youth. The 
following chapter further discusses the implications of childhood poverty as it relates to 
psychosocial and physical environmental demands, the intergenerational transmission of poverty, 
as well as the negative influence of stress on children’s physiological and psychological systems. 
Following the explanation of these risk factors, the next chapter will also emphasize the 
importance of afterschool community arts programs and its relationship to serving as sources of 
support and primary preventions for youth living in poverty as well as sources for promoting 
positive youth development, in general, within a construct of resilience. 
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 This chapter explores recent literature surrounding the implications of poverty, including 
the occurrence of intergenerational poverty, and its relationship to stress experienced by youth 
living in poverty. Emphasis is placed on the reoccurring nature of stress as a function of impaired 
physiological and psychological states, such as deficient immune and cardiovascular systems as 
well as decreased cognitive and emotional capacities. The chapter will then provide an 
explanation of the construct of resilience, primary prevention, and self-efficacy as a protective 
factor against the negative outcomes of poverty and stress. To understand the importance of 
afterschool community arts programs, though, the chapter will conclude by introducing previous 
literature about afterschool community arts programs as potential systems of support and primary 
preventions for youth living in the United States.   
Influence of Poverty on Childhood Outcomes 
Poverty 
 Among a variety of pressing issues facing children who live in the United States, such as 
homelessness, declining educational systems, and global climate change, poverty exemplifies 
characteristics of a “wicked” problem – a large, complex and systemic social or cultural issue 
that does not definitively respond to easily-conjured and readily-available solutions (Haushofer 
and Fehr, 2014; Kolko, 2012; Rittel & Webber, 1973). According to Rittel and Webber (1973), 
the nature of wicked problems constitutes ten distinct properties, which prove to challenge social 
policy-makers and planners in their efforts to develop concrete and long-lasting resolutions for 
ameliorating childhood poverty in the United States. These properties that describe wicked 
problems, such as childhood poverty, are stated as the following: 
(1) Understanding wicked problems requires a concurrent understanding of their 
solutions. 
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(2) Wicked problems are ongoing. 
(3) Solutions to wicked problems are subjective, according to quality rather than their 
level of verity.  
(4) Solutions to wicked problems do not possess an immediate or ultimate assessment of 
their effectiveness. 
(5) Each solution to wicked problems is consequential and results in significant, and 
often irreversible and unexpected, impacts toward society. 
(6) Wicked problems do not possess an enumerable record of potential solutions or a 
prescribed set of best practices to address problems.  
(7) Each wicked problem contains a distinct characteristic, distinguishing itself from 
other seemingly similar problems. 
(8) Each wicked problem is a byproduct of another problem. 
(9) Wicked problems can be accounted for in various ways, which subsequently 
determines their corresponding solution. 
(10) Social policy-makers and planners, who generate decisions and courses of action 
to address wicked problems, are considered liable for consequences that affect the 
lives of people; thus, there is no margin for error (Rittel & Webber, 1973). 
As an example of the intricacy of childhood poverty as a wicked problem in the United 
States, multiple definitions and factors of poverty exist, which include individual and 
environmental components that perpetuate the transference of poverty during the lifetime of 
children and across generations. Definitions of poverty include (1) income poverty, (2) absolute 
poverty, and (3) relative poverty. In economic terms, income poverty measures the level of 
family income in relation to a federally established poverty threshold, such that the family and all 
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individuals within that household are considered to be living in poverty if the annual income falls 
below the given threshold (Bishaw, 2014).5 Absolute poverty, as explained by the United Nations 
Educational, Scientific and Cultural Organization (UNESCO), measures poverty in relation to 
the amount of monetary resources required to meet basic needs, such as food, clothing, and 
shelter; rather, relative poverty measures poverty in relation to the economic standing of other 
members in the community (n.d., para. 3). Although the majority of literature focuses on these 
definitions, income poverty, absolute poverty, and relative poverty possess a discrete drawback. 
These definitions primarily revolve around income and levels of consumption, which provide 
only a limited understanding of the complex nature of childhood poverty and disregard 
psychosocial and environmental factors that also characterize poverty among youth living in the 
United States (Haushofer and Fehr, 2014; McLoyd, Mistry, & Hardaway, 2013; UNESCO, n.d., 
para. 3). 
Psychosocial and Physical Environmental Demands of Poverty 
According to Evans (2004), Harper, Marcus, and Moore (2006); Haushofer and Fehr 
(2014); and McLoyd, Mistry, and Hardaway (2013), however, the definition of poverty extends 
beyond economic terms to include a combination of psychological and ecological determinants 
of childhood poverty in the United States.6 These determinants consist of the confluence 
between, individual factors, dysfunctional institutions, and environmental demands. Previous 
literature on childhood poverty investigate environmental factors associated with poverty, 
emphasizing the accumulation of multiple psychosocial environment and physical environmental 
                                                      
5 Poverty thresholds vary depending on family size, number of biological children, and the age of the homeowner 
(Bishaw, 2014). 
 
6 Though, Evans (2004) argues the limitation of a psychological or psychosocial perspective of poverty through two, 
main points. Psychosocial research on poverty, in particular, disregards the physical environments of children living 
in poverty as well as the co-occurrence of negative psychosocial and physical environmental risk factors.  
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factors that are symptomatic of chronic poverty during childhood (Evans, 2004; Evans & 
English, 2002; Harper, Marcus, & Moore, 2003; Haushofer & Fehr, 2014; Musick & Mare, 
2006).  
 Evans (2004) presents an exhaustive list of psychosocial factors associated with children 
living in poverty. According to Emery and Laumann-Billings and Sampson, Raudenbush, and 
Earls (as cited in Evans, 2004), children living in suboptimal conditions are exposed to greater 
levels of familial discord, violence, and neighborhood crime compared to more economically 
advantaged children. In addition to these factors, House, Umberson, and Landis as well as 
Dodge, Pettit, and Bates found that children living in poverty possess smaller social networks 
and experience lower levels of social support compared to wealthier children (as cited in Evans, 
2004; Leventhal & Brooks-Gunn, 2000). Access to social networks and social support, as 
explained in the latter sections of this chapter, will prove to be of crucial importance to 
mitigating recurrent stress for children living in poverty. 
Children living in poverty, as Evans (2004) asserts, also experience more exposure to 
physical environmental risk factors. According to Brody et al.; Freeman; National Center for 
Health Statistics; and Calderon et al. (as cited in Evans, 2004), children living in poverty in the 
United States carry greater levels of bodily toxins, endure through lower levels of outdoor and 
indoor air quality, and experience decreases in access to clean drinking water compared to their 
wealthier counterparts. Evans (2004) also emphasizes the impact of the more immediate, 
physical environments of children living in poverty, which include the quality of housing 
conditions. The Children's Defense Fund (as cited in Evans, 2004) reports that  
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children living at or below the poverty line are 3.4 times more likely to live in houses 
with structural defects (22.3%), 3.6 times more likely to live in houses infested with 
rodents (14.4%), and 2.7 times more likely to have inadequate heat in the winter (17.9%), 
compared with children living about the poverty line. (p. 83). 
Intergenerational Transmission of Poverty 
As stated above, Evans (2004) describes the array of psychosocial and physical 
environmental risk factors experienced by children living in poverty. The accumulation of these 
factors more accurately characterizes childhood poverty compared to the impact of a single 
psychological or psychosocial risk factor related to poverty (Evans, 2004). Furthermore, these 
factors not only typify the current environmental conditions of children living in poverty but also 
help to explain the occurrence of poverty throughout the lifetime of children and, in particular, 
across generations (Harper, Marcus, & Moore, 2003; Ludwig & Mayer, 2006; Musick & Mare, 
2006; Rodgers, 1995). 
Harper, Marcus, and Moore (2003) and Musick and Mare (2006) expound upon previous 
research on poverty by explaining the ongoing trajectory of inadequate living conditions – the 
life course of poverty and transmission of intergenerational poverty - through inherited factors. 
The transmission of poverty from parent to child includes both positive or negative endowments 
and investments. According to Musick and Mare,  
endowments include genetic characteristics such as ability, personality, and physical 
traits; they may also include cultural or social capital such as tastes, values, family 
connections, and other social ties. Investments include the money parents spend on 
children's health, care, education, and neighborhoods, as well as the time and effort 
parents spend on supervision, support, and expectations. (p. 473).  
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Due to endowments and investments, children who live in poverty are 3.5 times more likely to 
remain in poverty as adults (Musick & Mare, 2006) or have a 16 to 28 percent probability of 
being adults living in poverty (Rodgers, 1995).  
Although nearly 78 percent of children living in poverty escaped the transmission of 
intergenerational poverty, about 40 percent of children living in poverty still remained in or close 
to poor living conditions (Rogers, 1995). Furthermore, during the 1970s and 1980s, the economy 
improved in the United States; thus, poverty rates decreased during this time period. If such 
conditions did not improve, children living in poverty would have had a 32 to 46 percent 
probability of remaining in poverty as adults (Rodgers, 1995).7 
Influence of Recurring Stress on Physiological and Psychological Systems 
As mentioned above, children living in poverty are more likely to experience a range of 
psychosocial and physical environmental demands as well as more likely to remain in poverty as 
adults. The concern of childhood poverty and its long-term nature, however, does not simply 
stop with exposure to environmental demands. Children living in poverty are also more likely to 
experience stress and psychological distress due to the accumulation of these risk factors – 
known as poverty-related stress (Evans, 2004; Evans & English, 2002; Smith & Carlson, 1997; 
Wadsworth, Wolff, Santiago, & Moran, 2008). And, similar to the transmission of poverty, stress 
also extends throughout the lifetime of children and negatively impacts their physiological and 
psychological functions, even into adulthood (Haushofer & Fehr, 2014; Taylor, 2010). 
According to Baum (1990), stress is “a negative emotional experience accompanied by 
predictable biochemical, physiological, and behavioral changes that are directed toward adaption 
                                                      
7 In contrast to the linear concept of the intergenerational transmission of poverty, Ludwig and Mayer (2006) explain 
the occurrence of the “poverty-prevention paradox.” The poverty-prevention paradox accounts for not only the 
amount of children, who live in impoverished living conditions, but also those who do not live in such 
environmental conditions and become adults living in poverty. 
 
  HUMAN AGENCY AND THE ARTS              23  
either by manipulating the situation to alter the stressor or by accommodating its effects” (p. 
653).8 Simply stated, stress is an individual’s reaction to excessively adverse stressors, such as 
environmental demands, that cause harm, threats, or challenges (Baum, 1990; Haushofer & Fehr, 
2014). Such stressors, though, are “events that place greater than routine demand and evoke 
stress reactions in an organism” (Baum, 1990, p. 660).9 These stress reactions and adjustments, 
also considered coping mechanisms, serve to remove or decrease the factors associated with 
stress in order to endure through the existing, harmful environment or alter the surrounding 
conditions (Baum, 1990; Taylor, 2010). These two forms of adjustment are termed, respectively, 
accommodative or manipulative (Baum, 1990). 
Biologically, stress reactions involve two regulatory systems – the sympathetic nervous 
system and the hypothalamic pituitary-adrenal (HPA) axis (Dragos & Tanasescu, 2010; 
Sapolsky, 2004; Taylor, 2010). These systems serve to activate the flight-or-fight systems of 
response, in which a child confronts or retreats from a stressor (Sapolsky, 2004, Taylor, 2010). 
According McEwen (as cited in Taylor, 2010), however repeated activation of these regulatory 
systems of stress could damage their functioning. McEwen (as cited in Taylor, 2010) describes 
the compromised physiological systems as “allostatic load,” in which exposure to ongoing and 
accumulating stressors result in dysregulated and impaired physiological and psychological 
systems (Dragos & Tanasescu, 2010; Sapolsky, 2004; Taylor, 2010). 
                                                      
8 It is important to differentiate between acute and chronic stress, in which chronic stress involves prolonged 
exposure to stressors as well as the perception of a stressor even after a child no longer faces it – an indication of 
posttraumatic stress disorder (Baum, 1990). Acute stress, on the other hand, may induce a motivational response to 
stress, which does not include severe, negative consequences, such as physical and mental health issues (Baum, 
1990; Smith & Carlson, 1997). 
 
9 Although Baum (1990) establishes a concrete definition of stress and stressors, stress can occur from both positive 
and negative events, and the subsequent response can also be positive or negative. Additionally, children may 
experience and perceive stress differently (Baum, 1990; Smith & Carlson, 1997). To use an example by Baum, those 
who experience an environmental disaster, such as a hurricane, may or may not exhibit signs of exposure to stress 
(1990, pp. 661-662). 
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According to Taylor (2010), however, children no longer require the fight-or-flight 
response in the modern day. Instead, children experience everyday stressors that require regular 
adjustments, which may include work related stress, interpersonal issues, and even as minor as 
accommodating to varying, outdoor temperatures (Baum, 1990; Taylor, 2010). These types of 
stressors cause increases in epinephrine and norepinephrine – bodily hormones related to the 
sympathetic nervous system – which can lead to compromised immune, cardiovascular, and 
neurological systems (Baum, 1990; Dragos & Tanasescu, 2010; Sapolsky, 2004; Taylor, 2010).  
Furthermore, stress not only negatively impacts children’s physiological states but also 
their psychological wellbeing, including cognitive and emotional capacities. In terms of 
cognitive impairments, Mani, Mullainathan, Shafir, and Zhoa (as cited in Haushofer & Fehr, 
2014) demonstrated that individuals living in poverty “performed worse on tasks measuring 
intelligence and cognitive control after they had been asked to think about their finances” (p. 
866). Exposure to stressful environments also places individuals at greater risk for internal 
psychological symptoms, such as anxiety and depression – a “‘genetic/neurochemical disorder 
requiring a strong environmental trigger whose characteristic manifestation is an inability to 
appreciate sunsets’” (Sapolsky, 2004, p. 272; Taylor, 2010). According to the 2003 World Health 
Report (as cited in Haushofer & Fehr, 2014), populations living in poverty were 1.5-2 times 
more likely to exhibit depression and anxiety compared to wealthier populations. 
The Construct of Resilience and Primary Preventions 
Although exposure to poverty and stress in childhood may result in negative 
physiological and psychological outcomes, as mentioned above, previous research suggests 
pathways to protect children from these risk factors (Masten, Best, & Garmezy, 1990; Taylor, 
2010; Smith & Carlson, 1997). In order to examine such protective pathways, this section will 
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explore the construct of resilience in more detail to include definitions and explanations of risks 
factors, coping and adaptation, and protective factors that relate specifically to stress, including 
individual characteristics, family factors, and external support. In addition, this chapter will also 
briefly introduce and define primary prevention in order to provide background information in to 
address the first, main research question. Particular attention will be placed on self-efficacy as an 
individual characteristics and a main protective factor against childhood poverty.  
According to Masten, Best, and Garmezy (1990), resilience refers to the process by 
which individuals overcome adverse and challenging life experiences and avoid persistent 
negative outcomes; or “the ability of a person to cope despite adversity” (Heise, 2014, p. 27). In 
particular, this construct includes: (1) the presence of significant risk factors, (2) the presence of 
protective factors, and (3) the presence of a subsequent positive outcome despite previous risks 
to positive youth development (Masten, Best, & Garmezy, 1990). The construct of resilience 
bears particular importance as it “focuses on strengthening protective factors believed to 
contribute to successful coping (Heise, 2014, p. 27). According to Henderson, Ben, and Sharp-
Light as well as Krovetz (as cited in Heise, 2014), resilient youth typically have four individual 
characteristics, which include social competence, problem-solving, autonomy, a sense of purpose 
and future, and positive emotions. However, according to Smith and Carlson (1997), an 
additional individual characteristic also includes self-esteem, which comprises of “personal 
confidence, acceptance, and optimism” (p. 238). 
In the case of the present research study, risk factors include poverty and poverty-related 
stress; protective factors include individual characteristics, family factors, and external support; 
and positive outcomes include self-efficacy, as an inclusion criteria explained in Chapter 1. In 
addition to being a positive outcome, the focus was also placed on the self-efficacy of youth 
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living in the United States as a protective factor. Previous research points to self-efficacy as 
another salient protective factor and psychosocial resource against stress. According to Taylor 
(2010), individuals who exhibit self-efficacy beliefs are able to manage stress and report lower 
levels of stress. Specific protective factors, other than self-efficacy, and additional positive 
outcomes emerged through the application of the present research study. Self-efficacy will be 
described in more detail in the following section.10  
 The second domain of protective factors includes family factors that support youth living 
in poverty and exposed to poverty-related stress. These family factors include parental 
management and attachment, supervision, as well as support and guidance (Smith & Carlson, 
1997). According to these authors, resilient families contribute to resilient youth that “us[ing] 
particular coping strategies, including extending child-care responsibilities to multiple 
individuals, assuming a flexible maternal role, and locating outside resources and safe niches 
within in the communities such as after-school or day-care programs” (Smith & Carlosn, 1997, 
p. 239). For example, Baum (1990) discovered that individuals with higher levels of social 
support experienced less stress. 
In addition to individual characteristics and family factors, Smith and Carlson (1997) also 
suggest another domain of protective factors – external support, which included social support 
for individuals outside the family structure. Taylor (as cited in Taylor, 2010) defines social 
support as “information that one is loved and cared for, esteemed and valued, and part of a social 
network of communication and mutual obligations” (p. 8510). Social support as a protective 
factor and psychosocial resource are related to positive health outcomes (Masten, Best, & 
Garmezy, 1990; House, Landis, & Umberson as cited in Taylor, 2010). In fact, those who 
                                                      
10 As mentioned in Chapter 1, the primary outcome of interest was self-efficacy; however, the present study also 
categorized additional individual characteristics in the analysis of data, which emerged through the systematic 
literature review. 
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experience supportive social environments reported lower levels of stress compared to those who 
did not experience social interactions (Eisenberger, Taylor, Gable, Hilmert, & Lieberman as 
cited in Taylor, 2010). 
Self-Efficacy as a Protective Factor Within the Construct of Resilience 
Since self-efficacy is the primary outcome of interest for the present research study, this 
section focuses on explaining the theory of self-efficacy as well as its implications as a protective 
factor. According to Bandura (2000), “social cognitive theory adopts an agentic perspective in 
which individuals are producers of experiences and shapers of events” (p. 75). A key component 
to the social cognitive theory is human agency, particularly self-efficacy, which concerns the 
“beliefs in one’s capabilities to organize and execute the courses of action required to produce 
given attainments” (Bandura, 1997, p. 3). In other words, self-efficacy describes children’s 
beliefs about their abilities to influence situations that affect their own lives (Bandura, 1989). 
Previous literature indicates that self-efficacy determines a wide-range of effects, including: 
• the courses of action youth pursue, 
• how much effort youth expend toward given endeavors, 
• how long they persist during challenging situations, 
• their level of resilience in the face of adversity, 
• whether their thoughts are self-aiding or self-hindering, 
• how much stress and internal psychological symptoms, such as depression, youth 
experience, and 
• the degree of achievements they realize (Bandura, 1997). 
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Due these effects and given that youth living in poverty are more exposed to psychosocial and 
physical environmental demands that impede their physiological and psychological functioning, 
it is important to explore the impact of self-efficacy as a protective factor. 
Sources of Self-Efficacy 
 According to Bandura (1997), youth build a sense of self-efficacy through four, main 
determinants. These personal and interpersonal sources include: (1) enactive mastery experiences 
that serve as a demonstration of abilities, (2) vicarious experiences that shape self-efficacy 
beliefs by observing successful attainments, (3) verbal persuasion that reaffirms the possession 
of certain abilities, and (4) physiological and affective states, which influences the appraisal of 
abilities (Bandura, 1997; Tsang & Hui, 2006). The following section describes these four sources 
of self-efficacy in more detail. 
“Enactive mastery experiences are the most influential sources of self-efficacy” 
(Bandura, 1997, p. 80) and refer to the successful completion or mastery of tasks, providing 
youth with concrete evidence of their ability to achieve (Tsang & Hui, 2006). Although 
successfully completing tasks or gaining mastery over certain experiences builds self-efficacy, a 
strong and sustainable sense of self-efficacy occurs through attaining achievements that require 
perseverance in overcoming difficult circumstances. The lack of effort and persistence, on the 
other hand, reinforces youth to expect immediate results, which exposes them to feeling 
discouraged in the face of failure and damages their level of self-efficacy (Bandura, 1997). 
In addition to enactive mastery experiences, vicarious experiences also provide an avenue 
for promoting self-efficacy. Since there is no indication of concrete measures of aptitude for 
successfully completing most tasks, youth must rely on adults and other peers in order to 
understand their level of adequacy (Bandura, 1997). According to Bandura (1997), vicarious 
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experiences involve observing role models achieve certain outcomes in order to understand one’s 
own abilities. Like enactive mastery of experiences, however, vicarious experiences depend on 
one’s level of achievement or failure in promoting self-efficacy. Vicarious experiences, though, 
rely on the comparison of attainments between individuals. Thus, according to the theory of self-
efficacy, youth who surpass the accomplishments of their peers in a given context will increase 
their level of self-efficacy. In contrast, performing below the level of one’s peers reduces self-
efficacious beliefs. In considering vicarious experiences, as well, the similarity of the role 
models to youth is an important factor to consider when aiming to promote self-efficacy. The 
more similar the role models are to youth, the more likely vicarious experiences will have a 
positive effect on their level of self-efficacy (Bandura, 1997). 
In the face of challenge circumstances, verbal persuasion “serves as a further means of 
strengthening people’s beliefs that they possess the capabilities to achieve” (p. 101) by providing 
positive feedback on the capabilities of youth to produce a given attainment (Bandura, 1997). 
Furthermore, through positive feedback, this source of self-efficacy motivates youth internally 
by encouraging them to expend greater amounts of effort and persistently so, even amidst 
obstacles. Though, Bandura (1997) places caution with implementing verbal persuasion. 
Providing positive feedback related to one’s capabilities holds limitations and potential 
drawbacks. First, verbal persuasion does not guarantee lasting increases in self-efficacy. 
Secondly, individuals providing positive feedback to youth should consider the appropriateness 
of the feedback. In particular, verbal persuasion that rests outside the realistic confines of an 
individual exposes that child to failure, leading to decreases in self-efficacious beliefs (Bandura, 
1997). 
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The fourth source of self-efficacy, which was the focus on the present research study, 
refers to the influence of physiological and affective states in a child’s capability to produce a 
give attainment. According to Bandura (1997), youth “rely partly on somatic information 
conveyed by physiological and emotional states” (p. 106) to assess their capabilities. Thus, 
improving physical states as well as emotional wellbeing and levels of stress increases self-
efficacy beliefs. Focusing on adjusting this source of self-efficacy is particularly important for 
youth who experience adverse environmental conditions (Bandura, 1997).  
Afterschool Community Arts Programs as Systems of Support and Primary Preventions 
for Youth Living in Poverty 
According to Durlak, Weissberg, and Pachan (as cited in Afterschool Alliance, 2014), 
“students participating in a high quality afterschool program went to school more, behaved 
better, and received better grades and did better on tests compared to non-participating students” 
(p. 1). Furthermore, previous research shows that afterschool programs, in general, provide 
children with a safe environment that promotes positive youth development in addition to 
positive growth of academic performance (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 
2004).  
Although previous research indicates the benefits of afterschool programs in general, this 
section focuses on afterschool community arts programs. For the purposes of the present research 
study, art was broadly defined as a “meaning-making process that can help students process a 
tragic event and begin to make sense of their world” (Hesie, 2014, p. 29). The definition of 
community arts is an “approach to creative activity that connects artists and local communities in 
using the arts as a means of expression and development” (Barraket, 2005, p. 3). As such, 
community arts can be seen as a part of a holistic point of view, in relationship to public health, 
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that contributes to social inclusion in relationship to systems of support and primary preventions. 
Such programs can also promote resilience.  
According to Putland (2008), community arts programs encompass a social inclusion 
framework, in contrast to social exclusion, that provides access to supportive relationships and 
opportunities for community engagement as methods for influencing the overall wellbeing of 
youth (Johnson & Stanley, 2007). Such programs support public health initiatives that places an 
emphasis on “groups and populations rather than on treating individuals, the contributions of a 
range of sectors working co-operatively and the importance of participation by community 
members in initiatives to improve health” (Putland, 2008, p. 267). 
In particular, Health and Roach (1999) explain the importance of afterschool programs as 
a means to address the “institutional gap,” in which traditional organizations, such as schools, 
families, and churches, are no longer contributing to the positive development of children living 
in the United States (McLaughlin, 2000). Programs, however, like afterschool community arts 
programs provide youth with opportunities to engage in positive risk-taking, which encourage 
“challenge, practice, trial and error, and extraordinary expectations and achievements,” (Health 
& Roach, 1999, p. 22) which reflect the resilience approach explained by Heise (2004). 
Conclusion 
 Previous research demonstrates the connection between poverty and stress, as 
youth living in poverty are more likely to experience psychosocial and physical environmental 
demands, which negatively impact their physiological and psychological functions. When these 
risk factors persist over time, these children are more likely to remain in poverty as adults and 
the transmission of poverty may even extend to future generations. In order to mitigate these 
negative effects, afterschool programs, in general, have shown to serve as sources of support and 
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primary preventions for youth living in poverty. Based on previous research, as well, it is clear 
that afterschool community arts programs provide youth with opportunities to engage in 
appropriate activities that support their overall development. These activities also include social 
networks that further support participating youth. However, additional research is necessary to 
understand the specific implications of these programs in relationship to self-efficacy, especially 
for youth living in poverty. 
With this foundation of information, the following chapter describes the process for 
selecting peer-reviewed articles for inclusion and analyzing the data, according to the research 
methodology described in Chapter 1. Based on these processes, three articles were selected and 
the logic model was applied as the method for systematically reviewing the literature. The results 
from this literature are described in detail in order to address the two, main research questions: 
(1) How are afterschool community arts programs sources of support and primary preventions 
for youth living in poverty? and (2) How are afterschool community arts programs applying 
sources of self-efficacy? 
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This chapter reviews the process for selecting peer-reviewed articles in analyzing 
information about afterschool community arts programs in the United States through applying a 
logic model to systematically review the literature. By applying each component of the logic 
model – factors, activities, outputs, outcomes, and impact – including the context of each 
program, this chapter also discusses subsequent results from the analysis, including similarities 
and differences between the programs presented in each article. Though, the primary focus of 
this chapter addressed the following research questions: (1) How are afterschool community arts 
programs sources of support and primary preventions for youth living in poverty? and (2) How 
are afterschool community arts programs applying sources of self-efficacy? The response to the 
previous questions served to inform the third question – what are the recommendations for how 
afterschool community arts programs might mitigate chronic stress and promote self-efficacy 
within a resilience construct of poverty? Furthermore, due to the nature of the research 
methodology, another research question emerged - How suitable are logic models in conducting 
a systematic literature review in relation to addressing the two, main research questions. These 
two additional questions will be addressed in the following and final chapter of the present study. 
Literature Review Process 
The present research study analyzed three, peer-reviewed articles from various scholarly 
journals, which included the International Journal of Education & the Arts, Cambridge Journal 
of Education, and Equity & Excellence in Education (Table 5). These articles were selected 
based on the inclusion and exclusion criteria, as stated in Chapter 1, as well as through entering 
variations of specific search terms, such as “self-efficacy,” “creative,” and “art education,” in 
predetermined databases and scholarly journals (see Appendix A for more information about the 
selected scholarly journals and Appendix B for the audit table, which outlines a complete list of 
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applied search terms).11 After applying these search terms, articles were pared-down based upon 
meeting three, initial inclusion criteria – peer-reviewed, published between 2000-2015, and 
contained the age ranges of children and adolescents as outlined in Chapter 1.12 In total, 909 
articles were generated through this process.  
 
Table 4. Peer-reviewed articles included in analysis 
 
 
The initial search for narrowing down and selecting articles involved reviewing the titles 
and abstracts of each article to ensure articles met all inclusion and exclusion criteria. However, 
abstracts were not reviewed if the title of the article did not pertain to afterschool community arts 
programs in the United States and/or self-efficacy. Examples of such articles included topics on 
antiretroviral therapy (ART) adherence or affect regulation training (ART).13 Due to the 
                                                      
11 Since the present study involved searching through multiple databases and scholarly journals, the search terms 
were modified to accommodate the search abilities of each platform. In the case of the International Journal of 
Education & the Arts, abstracts were reviewed by searching through the volumes based on the term “self-efficacy.” 
And, due to the large volume of generated articles from the initial search terms “self-efficacy AND community 
arts,” the search terms were more specific to include “‘self-efficacy’ AND ‘community arts’” in the Taylor Francis 
Online database. 
12 As PsycNET includes age ranges beyond the inclusion criteria, abstracts under review contained articles that 
included participants from early childhood to adulthood. 
 
13 For example, reference: (1) Machtinger, E. L., Lavin, S. M., Hilliard, S., Jones, R., Haberer, J., Capito, K., & 
Dawson-Rose, C. (2015). An expressive therapy group disclosure intervention for women living with HIV improves 
social support, self-efficacy, and the safety and quality of relationships: A qualitative analysis. Journal of the 
Association of Nurses in AIDS Care, 26(2), 187-198.; and (2) Stasiewicz, P. R., Bradizza, C. M., Schlauch, R. C., 
Coffey, S. F., Gulliver, S. B., Gudleski, G. D., & Bole, C. W. (2013). Affect regulation (ART) for alcohol use 
• Betts, J. D. (2006). Multimedia arts learning in an activity system: New literacies for 
at-risk children. International Journal of Education & the Arts, 7(7), 1-44. 
 
• Catterall, J. S. & Peppler, K. A. (2007). Learning in the visual arts and the worldviews 
of young children. Cambridge Journal of Education, 37(4), 543-560. 
 
• Hanley, M. S. (2011). You better recognize!: The arts as social justice for African 
American students. Equity & Excellence in Education, 44(3), 420-444. 
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acronyms of these topics – ART – unrelated articles were generated from the literature search 
and were subsequently removed. After reviewing the abstracts that met the above criteria, 21 
articles were included for further review. This process involved briefly reviewing the research 
methodology and results of each article against inclusion and exclusion criteria.  
 
Figure 1. Process for reviewing articles to include in research 
 
 
From this review, five articles were initially included in the analysis. However, after 
carefully reviewing each article in more detail, two were excluded due to the failure to meet age 
requirements, describe details of a specific program, or include self-efficacy as an outcome.14 15 
The three remaining articles, as listed above in Table 5, met all inclusion and exclusion criteria. 
Since exclusion criteria for age was not specified to select the articles, though, it is important to 
note that one out of the three articles involved participants outside of the inclusion criteria for 
age, one of which conducted a longitudinal study to understand the prolonged effects of an 
                                                                                                                                                                              
disorders: Development of novel intervention for negative affect drinkers. Journal of Substance Abuse Treatment, 
45(5), 433-443.  
 
14 Respectively, the two articles that were not included in the final analysis were: (1) Rhodes, A. M. & Schechter, R. 
(2014). Fostering resilience among youth in inner city community arts centers: The case of the Artists Collective. 
Education and Urban Society, 46(7), 826-848.; and (2) Wilson, N., Dasho, S., Martin, A. C., Wallerstein, N., Wang, 
C. C., & Minkler, M. (2007). Engaging young adolescents in social action through Photovoice: The Youth 
Empowerment Strategies (YES)! Project. Journal of Early Adolescence, 27(2), 241-261. 
 
15 Although the latter article mentions self-efficacy in its theoretical approach, the outcomes focused on social 
engagement and action projects rather than self-efficacy. 
Identified 
Abstracts 
N = 909 
Articles for 
Review 
N =  21 
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Articles 
N =  3 
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Abstracts 
N = 888 
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Articles 
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afterschool community arts program. Although, the inclusion criteria for age were not met, 
including this article provides important insight about potential long-term outcomes of 
afterschool community arts programs – a component of the logic model used in reviewing and 
analyzing the articles. 
Summary of Included Peer-Reviewed Articles 
Betts, J. D. (2006). Multimedia arts learning in an activity system: New literacies for at-risk 
children. International Journal of Education & the Arts, 7(7), 1-44. 
Betts (2006) conducted a six-year study to understand the influence of the Multimedia 
Arts Education Program (MAEP) – a multi-year, afterschool arts technology program sponsored 
by the Tucson Pima Arts Counsil (TPAC) – on participants’ level of self-efficacy and attitudes 
about the arts, technology, and learning. In the context of this study, learning pertained to 
multimedia arts and new literacies, which according to Street as well as Leland and Harste (cited 
in Betts, 2006), describe literacy in relation to its application to a particular setting and the ability 
to communicate across different platforms. This study also sought to understand the long-term 
effects of participating in this program, including its influence on participants’ college and/or 
career objectives as well as their extended families.  
The Multimedia Arts Education Program involved a range of professional teachers and 
artists, who organized a semester-worth of curriculum for each of the five content areas – 
Language Arts, Computer Graphics, Animation, Video, and Portfolio (see Appendix C for a 
copy of this article, which includes more information about each of these content areas). 
Participating youth would rotate through these laboratories (five semesters, in total), in which 
they learned a variety of computer application programs and tools as well as concepts related to 
aesthetics. A main component of this program included maintaining journals for each semester 
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through which participants used them for drawing and writing, including opportunities for 
reflection. Following each completed semester, each participant received a small stipend of $50 
for demonstrating mastery of skills in each laboratory and completing individual, final projects. 
Participating youth, who completed all five semesters, also received a desktop computer and 
printer to keep for their own use (Betts, 2006). 
Participants in MAEP included approximately 1000 children, who completed at least one 
semester of the program, 300 of which completed the entire program. Of these participants, 
about half were male and the other half female, who qualified for free or reduced lunches at 
school. 79% identified as Latino, 7% Native American, 7% African American, and 7% 
Caucasian. In order to remain in this program, though, participants were required to maintain a 
“C” average in school (Betts, 2006). 
Based on the structure of the program, the author measured short-term outcomes through 
observations, interviews with participants and parents, as well as pre- and post-surveys, which 
included the Perceived Self-Efficacy and Attitude Questionnaire. This questionnaire, in 
particular, measured “perceived self-efficacy, frequency and types of arts experiences, and 
attitudes towards the arts and related activities” (Betts, 2006, p. 9). In addition to these research 
instruments, the author mentioned that the journals were used as a means to inform and improve 
the structure of the programs as well as artifacts, which exemplified the mastery over the 
computer application programs and tools that were used during each semester. Long-term 
outcomes, on the other hand, were measured through school records and phone interviews with 
participants or their family members (Betts, 2006). 
Through these instruments, the author discovered a number of findings – both short-term 
and long-term. In terms of the observations, Betts (2006) found a strong emphasis on 
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communication and modeling professional practice throughout the program, which involved 
collaboration between teachers, artists, graduate students, and behavior management specialists. 
These partnering individuals supported the operations of the program. Secondly, the parent 
interviews revealed the importance of this program in promoting qualities of commitment and 
responsibility among participating youth. Interviews with participants showed their ability to 
work with computer application programs as well as their willingness to support family members 
in learning these tools. After participating in MAEP, results showed that the perceived self-
efficacy of youth and positive attitudes about hard work increased. Furthermore, participants also 
reported that this program, especially the Language Arts Lab, aided in their schoolwork. This 
result, in particular, was also relevant from longitudinal assessments (Betts, 2006; see Appendix 
C for a copy of this article, which contains more details of these results). 
Catterall, J. S. & Peppler, K. A. (2007). Learning in the visual arts and the worldviews of 
young children. Cambridge Journal of Education, 37(4), 543-560. 
In 2007, Catterall and Peppler explored the relationship between intensive visual arts 
practices and motivation, including components such as levels of self-concept, self-efficacy, and 
attributions for success – internal or external. Furthermore, the authors were also interested in the 
relationship between creativity and self-efficacy as well as the effects of high quality visual arts 
education (HQVAE) on engagement and interpersonal relationships between participants and 
teachers over the course of the program. In order to examine these variables, Catterall & Peppler 
identified key theories of learning connected to engagement in visual arts organizations – 
constructivist learning theory, situated learning, social development theory, and collaborative 
learning. Through pre- and post-surveys as well as individual case studies, the authors recruited 
103 inner-city 9 and 10-year-old children (experimental group) at two, urban locations that 
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implemented these learning theories through the arts – Inner-City Arts (ICA) in Los Angeles, 
California and Center of Contemporary Arts (COCA) in St. Louis, Missouri (Catterall & Peppler, 
2007). 
In this study, researchers compared students from the aforementioned arts organizations 
with students from third grade classrooms (control group), who did not participate in intensive 
arts programs and mirrored the demographics of the experimental group (Catterall & Peppler, 
2007). Surveys were completed prior to the start of the arts programs and two weeks before the 
programs ended. For the control group, surveys were completed according to that same 
timeframe with intervals from 20-22 weeks and 30 weeks. The programs themselves lasted for 
20-30 weeks for a total of 30 hours. In order to test the participants’ level of motivation, the 
study included a 13-item global self-concept scale, 7-item general self-efficacy scale, and 2-item 
attribution scale, which were all placed on a four-point Likert scale, assessing agreement or 
disagreement. Levels of creativity were measured through a 4-item scale for elements of 
creativity with components such as originality, fluency, flexibility, and elaboration. Additionally, 
the testing procedures included an item that assessed the participants’ worldviews, which 
measured their beliefs about their future. All surveys were administered out loud to 
accommodate lower reading levels (Catterall & Peppler, 2007).  
Supplemental to the qualitative design of this research study, Caterrall and Peppler 
(2007) conducted 12 case studies – two students from each arts class, who were considered less 
engaged participants at the beginning of the programs. The purpose of these case studies served 
to understand how visual arts programs influenced peer and teacher relationships over the course 
of the 20 or 30 weeks of each program. Data about these students was collected through 
  
HUMAN AGENCY AND THE ARTS              41  
observations during the visual arts programs as well as their home classrooms at school (Catterall 
& Peppler, 2007). 
The research instruments used to evaluate the survey data served to categorize 
information into the outcomes component of the logic model, which will be further discussed in 
the following, main section of this chapter. Catterall and Peppler (2007) measured the percentage 
of students, who significantly (p < .05) scored above the mean. Following this calculation, the 
authors used tests of significant difference (Chi Square) to compare the two groups. Findings 
indicated that participants in visuals arts programs and, separately, in the COCA program had 
significantly higher scores in self-efficacy. Additionally, Participants in visual arts programs and, 
separately, in the ICA program had significantly higher scores in originality compared to the 
control group. Overall, participants in these two, visual arts programs reported significantly 
higher scores on the self-efficacy scale and originality scale after participating in these programs 
than before the beginning of the programs. There were no significant differences for other 
variables (Catterall & Peppler, 2007). 
In evaluating the survey results, Catterall and Peppler (2007) discovered three themes 
about students who were considered disengaged at the beginning of the visual arts programs – 
self-initiated engagement, positive interactions with peers, and positive teacher behaviors. 
Participants “successfully integrated themselves into classroom life while in arts classes” (p. 
558) compared to their time in home classrooms at their schools (Catterall & Peppler, 2007). 
However, in home classrooms, participants received “more positive attention from both their 
peers and the classroom teacher” (p. 558), in which participants were included more often and 
teachers’ behavior toward and perceptions of participants changed for the better (Catterall & 
Peppler, 2007). 
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Hanley, M. S. (2011). You better recognize!: The arts as social justice for African American 
students. Equity & Excellence in Education, 44(3), 420-444. 
Hanley (2011) provides a report on the Tubman Theater Project (TTP) through 
summarizing data presented in a previously conducted quantitative research study (Hanley, 1998 
& Hanley, 2002) and qualitative findings from participants in this program. As described by 
Hanley, TTP is: 
[a] culturally relevant drama program in which African American middle and high school 
students confronted racism and classism, as well as their unexamined internalized 
oppression while constructing a positive racial identity as they developed, rehearsed, and 
performed plays generated from their own lived experiences. (2011, p. 420). 
As a part of this program, participants interacted with adult teaching artists, which included two 
directors, a playwright, a choreographer, and musicians – all of whom were African American – 
as well as set and costume designers and technicians (Hanely, 2011). Through these dialogic 
relationships, TTP aimed to (1) develop and perform well-crafted productions that toured 
through schools and community centers as well as (2) engage participants in problem-solving 
(Hanley, 2011). 
 In order to accomplish these goals, the program was structured in 10 weeks with the first 
weeks dedicated to script development, improvisation, and theater activities. The content for the 
scripts were developed as themes emerged during discussions that were elicited by questions 
related to selecting targeted audiences, topics to present and teach to the audience, and the 
structure of the production itself. Final topics for each production were chosen based on a vote 
from participants. Following these first weeks, participating youth began rehearsals. Throughout 
the entire program, though, each session was structured to include a welcome and the day’s 
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instructions, warm-ups, games, and dancing at the beginning as well as a closing discussion and 
preparations for the following day (Hanley, 2011). 
 Participants in TTP included 193 self-identified African American youth between the 
ages of 13-19-years-old, most of who were from low-income households. Participants were also 
considered to be performing below average and school personnel described most of these 
participants as “alienated, failing, and disruptive” (Hanley, 2011, p. 432). Complete demographic 
information about sex was not available. 
 Based on this program, the author aimed to address two questions “1. What kinds of 
knowledge do African American middle school students create, identify, and signify through a 
culturally relevant drama experience? 2. What cultural factors influence the process and product 
of this knowledge construction?” (Hanley, 2011, p. 428). In order to answer these questions, 
Hanley (2011) analyzed information from a qualitative research study as well as anecdotal data 
from observations, interviews, and casual discussions while researching and developing the 
theater productions. 
 Results revealed three themes: (1) family, (2) learning, and (3) racial consciousness. In 
terms of family, Hanley (2011) found that participants formed their sense of identity, behavior, 
and values based on relationships with family members. Connected with this theme included the 
topic of violence, in which may of the participants experienced violence with guns and violence 
in their communities. Secondly, learning emerged through analyzing data, in which participants 
were engaged learners, demonstrated a desire to learn, and were committed to learning. Finally, 
the last theme to emerge was racial consciousness. Participants were well aware of their African 
American identity, maintained a high-level of pride for their identity, and desired more 
interactions with African American teachers, history, and contexts. 
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Logic Model Development and Analysis of Individual Articles 
 In order to develop a logic model that synthesized data about the afterschool community 
arts program from the included articles, a logic model was formed for each article on their own 
(Figures 3-5). This process served to understand how the planned work dedicated to the program 
(factors and activities) influenced the intended results of the program (outputs, outcomes, and 
impact) (W.K. Kellogg Foundation, 2004). In doing so, each article was color-coded (Figure 2) 
according to each component of the logic model. This served to guide the development of the 
logic model as a method for analyzing the data by categorizing information into each component 
(see Appendix C for the color-coded articles and Appendix D for preliminary logic models for 
each article). 
 
Figure 2. Key for color-coding logic model components in peer-reviewed articles 
 
 
 
 
 
 
Before compiling information into each appropriate category, the context of the programs 
was extracted from each article, replicating the format and methodology from Zief, Lauver, and 
Maynard (2006), which included student characteristics, student prior academic achievement, 
family background, and school and community characteristics. Though, the context for the 
present research study comprised of information about the participants’ demography, including 
age, race, socioeconomic status – as indicated by the participants’ eligibility for free and reduced 
Context 
Factors 
Activities 
Outputs 
Outcomes 
Impact 
Figure 3. Individual logic model: Betts, J. D. (2006). Multimedia arts learning in an activity system: New literacies for at-risk 
children. International Journal of Education & the Arts, 7(7), 1-44. 
 
Factors: 
Resources (Inputs) – 
 
Professional artists, 
teachers, behavior 
management specialists, 
and university students 
 
Program occurred in 
professional setting, 
connected to arts council 
and gallery space 
 
Parental involvement 
and commitment 
 
Availability of bus and 
carpool (limited) 
 
Computers, computer 
programs, and art 
supplies (limited) 
 
Barriers (plus limited 
resources) – 
 
Neighborhood gang 
activity and violence 
  
Activities: 
Infrastructure – 
 
Dialogic relationships 
and activity system 
 
Skills tests before and 
after each semester 
 
Processes – 
 
Learn about aesthetics, 
literacy, art technology, 
and critiquing work 
 
Develop program rules 
and roles for participants 
 
Products – 
 
Various projects during 
each semester and final 
portfolio of work 
 
Services – 
 
Professional 
development trainings 
Outputs: 
 
1000 participants from 5 
school districts enrolled 
and completed at least 1 
of 5 semesters 
 
300 participants 
completed entire MAEP 
program (600 hours over 
5 semesters) 
 
300 desktops and 
printers provided to 
graduating participants 
 
Participants received 
$50 stipend/semester 
($25 for mastering skills 
and $25 for completing 
final project) 
 
 
Outcomes: 
Immediate – 
 
Increase in self-efficacy 
related to literacy, 
technology, design, and 
social abilities 
 
Learned commitment 
and responsibility 
 
Increase in self-esteem 
 
“Job success depends on 
how hard you work” 
 
Proficiency in literacy, 
computer applications, 
learning to critique and 
present work 
 
Family learned new 
literacies and programs 
 
Long-Term – 
 
Applied learned skills to 
later opportunities in 
school and work 
Impact: 
 
N/A 
Context: 
• Age Range: 11-14 years old 
• Majority of participants were people of color (79% Latino/a, 7% Native American, 7% African American, 7% Caucasian) 
• Majority of participants qualified for free and reduced lunches at their schools 
• Participants were required to maintain a “C” average (No other information about academic performance was provided.) 
• Location(s): urban setting – downtown Tucson, Arizona 
 
Figure 4. Individual logic model: Catterall, J. S. & Peppler, K. A. (2007). Learning in the visual arts and the worldviews of young 
children. Cambridge Journal of Education, 37(4), 543-560. 
 
Factors: 
Resources (Inputs) – 
 
Professional artists, 
participants, and 
participating adults 
 
Partnerships with 
schools and artistic 
institutions 
 
Exceptional facilities 
and ample amounts of 
supplies 
 
Barriers – 
 
Unfavorable 
neighborhood conditions 
Activities: 
Infrastructure – 
 
Collaborative projects 
 
Dialogic relationships 
 
Processes – 
 
Drawing, painting, 
sculptural work, and 
ceramics 
 
Critique sessions guided 
by instructor 
 
Products – 
 
High quality visual arts 
education curriculum 
 
Drawings, paintings, 
sculptural work, and 
clay objects with poetry 
 
Services – 
 
N/A 
 
Outputs: 
 
103 participants enrolled 
 
10-30 weeks of 
workshops (3 
hours/week for 10 
weeks or 1 hour/week 
for 30 weeks) 
 
Outcomes: 
Immediate – 
 
Significant increase in 
self-efficacy (pre- vs. 
post- and compared to 
control group) 
 
Significant increase in 
originality subscale (pre- 
vs. post- and compared 
to control group) 
 
15-30% more engaged 
and for longer periods of 
time than control group 
 
Improvements in peer 
and teacher 
relationships, 
socializing, and interest 
in school 
 
Long-Term – 
 
N/A 
 
Impact: 
 
N/A 
Context: 
• Age Range: 8-10 years old 
• 97-100% of participants were people of color (Latino/a and African American) 
• 97-99% of participants qualified for free or reduced lunches at their schools 
• Participants scored within 5-21% of proficiency on state-wide tests (language and mathematics achievement tests) 
• Location(s): urban settings – Los Angeles, California and St. Louis, Missouri 
Figure 5. Individual logic model: Hanley, M. S. (2011). You better recognize!: The arts as social justice for African American 
students. Equity & Excellence in Education, 44(3), 420-444. 
 
Factors: 
Resources (Inputs) – 
 
African American 
teaching artists: two 
directors, playwright, 
musicians, and 
choreographer 
 
Set and costume 
designers and 
technicians 
 
Community arts center 
with digital and 
electronic equipment 
 
Participants 
 
Barriers – 
 
Unfavorable 
neighborhood 
conditions, including 
violence 
Activities: 
Infrastructure – 
 
Welcome and day’s 
instructions; warm-ups; 
script discussions and 
theater games or 
rehearsal; and closing 
discussions 
 
Dialogic relationships 
 
Processes – 
 
Develop themes, plots 
conflicts and researched 
people and topics 
 
Reflection and inquiry 
 
Products – 
 
Well-developed and 
performed theater 
production 
 
Services – 
 
N/A 
Outputs: 
 
213 participants 
 
3 hours/week for 10 
weeks 
Outcomes: 
Immediate – 
 
Participants were 
empowered and 
developed self-efficacy 
 
Participants were 
engaged and thoughtful 
learners as well as 
motivated and 
committed to learn 
 
Importance of learning 
transferred into other 
environments, including 
school 
 
Reading, writing, acting, 
music, dance, and 
leadership skills 
 
Long-Term – 
 
N/A 
Impact: 
 
N/A 
Context: 
• Age Range: 13-19 years old 
• 100% of participants were African American 
• Majority of participants are from low-income, single-parent households (employment status: unemployed to paralegal, pediatrician, and retired) 
• Majority of participants did not perform well in school 
• Location(s): urban setting 
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lunches at their schools as well as family background, if available – academic performance, and 
location of the programs – all of which were in urban settings. Although Zief, Lauver, and 
Maynard (2006) included “school and community characters” (p. 9-12) as an aspect of the 
program’s context, the present research study included environmental characteristics as a part of 
the factors component of a logic model, which is described in more detail in subsequent sections. 
The majority of the information to develop the context of each program was found in the articles’ 
introduction and method sections. 
 Once the context of the logic model was established, information for every other 
component was compiled – factors, activities, outputs, outcomes, and impact. The process for 
developing each component mirrored the description above for organizing the context of the 
programs. As described in Chapter 1, the factors component includes both resources and barriers 
– respectively, which included enabling aspects of the program’s organization and environment 
as well as organizational and environmental risks factors. While reviewing each article, 
particular attention was placed on highlighting resources, such as funding, collaborations and 
partnerships, internal human resources within the organization, facilities, as well as equipment 
and supplies. In contrast, the survey of barriers focused on lack of resources – attitudes, policies, 
laws and regulations, and geography. In relation to geography, resources and barriers also 
included environmental aspects, surrounding each program. Each article described the 
afterschool community arts program in varying detail, which served to develop the factors 
component of the logic model. More information to fully capture factors was found throughout 
the article. 
 For activities, information was categorized according to four, different sub-categories – 
infrastructure, processes, services, and products, as outlined according to W.K. Kellogg 
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Foundation (2004). Although, by definition, activities also includes processes, the present study 
assigned processes as its own sub-category to describe specific interactions and behaviors 
between program participants, staff, volunteers, parents, school personnel and/or community 
members. Additional activities included techniques, events, and actions of the program. In 
particular, products consisted of tangible deliverables, such as educational curricula in the arts. 
Infrastructure focused on the structure, interpersonal relationships, and capacity of the 
organization while processes included the specific interactions between individuals related to the 
program. Lastly, services consisted of education, training, and professional development 
opportunities (W.K. Kellogg Foundation, 2004).16 
 W.K. Kellogg Foundation (2004) defines outputs as the “direct results of program 
activities” and were reported according to the scope or amount produced by the program (p.8). 
Although there is overlap between outputs and activities, in terms of infrastructure and products, 
the present study focused on the quantitative value of these products as the outputs. For 
examples, outputs included the number of participants in each program as well as the length of 
the program (see Appendix D for preliminary developments of logic models for each included 
article as well as additional examples of outputs). 
 Finally, information was categorized into outcomes by focusing on content related to 
“specific changes in attitudes, behaviors, knowledge, skills, status, or level of functioning” as a 
result of the program. Particular attention was given to self-efficacy as a primary outcome of the 
program. However, other outcomes, according to the definition above, were noted. Furthermore, 
W.K. Kellogg Foundation (2004) organizes outcomes into short-term (1-3 years) and long-term 
(4-6 years). Since the included articles did not involve methods for collecting data and measuring 
                                                      
16 It is important to note that the activities component of the logic model did not include the methods for measuring 
outcomes. 
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outcomes during the short-term and these specific timeframes, immediate outcomes were 
measured, instead of short-term, and long-term outcomes were re-defined as occurring between 
1-6 years after youth initially completed their participation in the afterschool community arts 
programs. 
 Although W.K. Kellogg Foundation (2004) includes the impact component in building a 
logic model to evaluate programs, this aspect was not included in the development of logic 
models for the present study. As described in Chapter 1, impact is organizational, community-
wide, or systemic changes that occur as a result of the program. However, measuring impact 
occurs 7-10 years after the implementation of a program, according to W. K. Kellogg Foundation 
(2004). Since the included articles did not involve longitudinal research methodologies within 
this timeframe, the inclusion of the impact component was not relevant (see Appendix D for 
preliminary developments of logic models for each included article). 
The Synthesis of Results Based on the Individual Analysis of Articles 
After developing individual logic models for each included study, a synthesized logic 
model was created to capture themes within each category, according to resources, activities, 
outputs, and outcomes as well as the context of the afterschool community arts programs (Figure 
6). As mentioned previously, impact was not included, as these studies did not measure the 
influence of afterschool community arts programs within the 7-10 year timeframe. The 
synthesized logic model only included information that pertains to all three programs; and along 
with the individually developed logic models, these provide insight into the similarities and 
differences between each article. The synthesized logic model, in particular, served to respond to 
the following research questions of the present study: (1) How are afterschool community arts 
Figure 6. Synthesized logic model containing data from peer-reviewed articles 
 
Factors: 
Resources (Inputs) – 
 
Social network of 
professional artists and 
teachers, participating 
adults, community 
members and 
institutions, and/or 
school systems 
 
Participants were crucial 
assets of programs 
 
Exceptional facilities 
with equipment and 
supplies 
 
Barriers – 
 
Unfavorable 
neighborhood conditions 
Activities: 
Infrastructure – 
 
Dialogic relationships 
 
Processes – 
 
Critique sessions, 
collaboration, and 
dialogue 
 
Products – 
 
Artwork of various 
types 
 
Services – 
 
N/A 
Outputs: 
 
103-300 participants 
completed programs 
 
30-600 hours for entire 
program 
Outcomes: 
Immediate – 
 
Increase in general or 
domain-specific self-
efficacy 
 
Learning transferred to 
external individuals and 
settings 
 
Long-Term – 
 
N/A 
Impact: 
 
N/A 
Context: 
• Age Range: 8-19 years old 
• Majority of participants were people of color 
• Majority of participants were from low-income households 
• Majority of participants did not perform well in school (low academic performance) 
• Location(s): urban settings 
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programs sources of support and primary preventions for youth living in poverty? and (2) How 
are afterschool community arts programs applying sources of self-efficacy? 
Afterschool Community Arts Programs as Sources of Support and Primary Preventions 
 Based on the data collected and synthesized from the afterschool community arts 
programs presented in each of the three articles, these programs serve as sources of support – 
primarily social support – and primary preventions for youth living in poverty and unfavorable 
environmental conditions. In particular, these programs addressed two areas of factors that 
support the development of resilience in youth, which include: (1) individual characteristics and 
(2) external support (Baum, 1990; Masten, Best, & Garmezy, 1990; Smith & Carlson, 1997; 
Taylor, 2010). Although, in previous research, family structure and support also serves as a 
protective factor and an area to facilitate resilience in youth (Smith & Carlson, 1997; Taylor, 
2010), this area was not a common theme among the three articles. However, Betts (2006) does 
describe the importance of parental involvement in the Multimedia Arts Education Program 
(MAEP). In particular, family members (particularly parents and guardians) supported their 
children’s participation in MAEP through their level of commitment, especially in terms of 
providing transportation for the entire length of the program – 6oo hours, in total, for five 
semesters (Betts, 2006). Parents, in this case, “successfully negotiat[ed] poor and disrupted 
communities [by] us[ing] coping strategies, including… locating outside resources and safe 
niches within the communities such as after-school or day-care programs” (Smith & Carlson, 
1997, p. 239). 
 In relation to the research questions, afterschool community arts programs presented in 
the included articles served to positively influence participants’ individual characteristics – 
namely, self-efficacy. Although self-efficacy is the main outcome of interest for the present 
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study, other outcomes related to individual characteristics included commitment, motivation, and 
self-esteem (Betts, 2006; Hanley, 2011); sociability (Betts, 2006; Catterall & Peppler, 2007); as 
well as creativity, originality, and engagement (Catterall & Peppler, 2007; Hanley, 2011). 
However, not all of these individual characteristics are associated with promoting resilience, 
according to Smith and Carlson (1997). In addition to self-efficacy, self-esteem, engagement, 
and sociability are individual characteristics from these programs, which support resilience in the 
face of adversity (Smith & Carlson, 1997). However, these additional individual characteristics 
were not a common theme among the three programs. More information about how these 
afterschool community arts programs facilitated self-efficacy will be explained in the following 
main section. 
 Secondly, support from external environments also served as a protective factor for 
children living in poverty. Based on the three, afterschool community arts programs presented in 
the include articles, the presence of a social network provided participants with opportunities to 
positively learn, grow, and develop. These social networks included professional teachers and 
artists, participating adults and peers, counselors, community members, and school systems. In 
particular, participants had the opportunity to be involved in community building, which allowed 
participants to “actively engage in each other’s ideas, be critical friends, and grow in respect for 
each other” (Caterall & Peppler, 2007, p. 546). In relationship to community building, 
participants also worked on collaborative projects between other peers and adults. This served to 
bring varying levels of expertise and experience to each project, which facilitated group and 
individual teaching and learning (Catterall & Peppler, 2007). Community building and 
collaboration, within the three included articles, consisted of critiques of artwork and dialogic 
relationships, which “required the students learn certain formalities, such as turn taking and 
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always saying what they liked about the piece before criticizing it” (Betts, 2006, p. 20). As 
described by Hanely (2011), these forms of support within external environments also allowed 
participants to, collectively and individually, construct meaning in the context of each theater 
script as it pertains to their own personal lives, especially in regards to their racial identity and 
internalized oppression.  
Implementation of Sources of Self-Efficacy in Afterschool Community Arts Programs 
 As mentioned in Chapter 2, youth build a sense of self-efficacy through four, main 
determinants (Bandura, 1997). These personal and interpersonal sources include: (1) enactive 
mastery experiences that serve as a demonstration of abilities, (2) vicarious experiences that 
shape self-efficacy beliefs by observing successful attainments, (3) verbal persuasion that 
reaffirms the possession of certain abilities, and (4) physiological and affective states, which 
influences the appraisal of abilities (Bandura, 1997; Tsang & Hui, 2006). Based on the data for 
the included articles, afterschool community arts programs focused on general self-efficacy 
(Catterall & Peppler, 2007; Hanley, 2011) as well as self-efficacy for multimedia literacy and 
social competencies (Betts, 2006) and implemented three out of the four determinants of self-
efficacy – enactive mastery experiences, vicarious experiences, and verbal persuasion. Although 
the primary focus of the present research study was placed on physiological and affective states, 
this particular determinant was not explicitly addressed in the three, peer-reviewed included 
articles. Implications about this finding will be discussed in the last chapter. 
 Throughout each of the afterschool community arts programs, participants engaged in 
enactive mastery experiences through hands-on activities in the arts, including multimedia arts 
(Betts, 2006), visual arts and ceramics (Catterall & Peppler, 2007), and theater (Hanley, 2011). 
These activities not only involved creating tangible products, such as artwork (Betts, 2006; 
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Catterall & Peppler, 2007) and theater productions (Hanley, 2011) in each of the aforementioned 
disciplines but participants also held active roles in shaping the structure and content of the 
program. Such activities included negotiating the rules and leadership roles of each individual 
(Betts, 2006; Catterall & Peppler, 2007) and/or forming the context and subject of the artwork at 
hand (Hanley, 2011). 
 Secondly, these afterschool community arts programs focused on vicarious experiences 
in order to build self-efficacy of participating youth. In particular, instructors in the programs 
evaluated by Betts (2006) as well as Catterall and Peppler (2007) conducted demonstrations of 
the art discipline, in which participants were able to observe demonstrations of art techniques 
and the successful production products. These observations also extended to witnessing the 
accomplishments of peers and participating adults during collaborative projects. The Tubman 
Theater Project (TTP), however, addressed vicarious experiences not through demonstrations of 
art disciplines, although it is assumed that these occurred even though it was not explicitly stated 
in the article, but through storytelling conducted by the teaching artists. Through this process, 
participants were able to learn about their role models’ experiences as an African American as 
well as the challenges and success that they faced. In doing so, the teaching artists modeled how 
they dealt with issues in order to guide participating youth through their own experiences 
(Hanley, 2011). 
 Lastly, verbal persuasion was demonstrated in each afterschool community arts program 
through existing dialogic relationships. Hanley (2011) describes a particular situation in which 
participating youth were discouraged by their schoolteachers. 
Later, after much discussion about students’ power as learners, the Director pointed out 
that they were not helpless and were able to find ways to learn when needed. He 
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reminded them that without coaxing many of them had scheduled times away from 
[Tubman Theater Project] TTP to study lines together-certainly a model for a study 
group; he suggested they might do something similar for school. (p. 437). 
This particular example shows the dialogic relationships that are apparent in these programs, 
which serve to encourage students despite existing obstacles. Although dialogic relationships 
were present in the other two programs, the details and specific information about how 
participants interacted with each other and with teachers is not apparent. However, these 
relationships and the components of the program did involve critiquing artwork, which not only 
consisted of constructive criticism but also comments and potentially positive feedback. 
Conclusion 
 Based on these results, afterschool community arts programs can serve as sources of 
support and primary preventions for youth living in poverty. These three, peer-reviewed articles 
demonstrated the benefits of these programs by: (1) promoting individual characteristics known 
to protect children against poverty-related stress – mainly self-efficacy – and (2) involving 
supportive social networks, including professional teachers and artists, participating staff and 
peers, counselors, community members, and school systems. In addressing the second research 
question, afterschool community arts programs also implemented three out of the four sources of 
self-efficacy. These included enactive mastery experiences, vicarious experiences, and verbal 
persuasion. However, physiological and affective states – the source of self-efficacy that was of 
interest – was not implemented in any of these three programs. Thus, the following chapter 
discusses the relevancy of these results, the limitations of this research, as well as proposes 
recommendations for future studies. 
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As discussed in the previous chapter, afterschool community arts programs can serve as 
systems of support and primary preventions for youth living in poverty through two means: (1) 
by promoting positive, individual characteristics known to protect youth from poverty-related 
stress, particularly self-efficacy, and (2) by involving large, supportive social networks that are 
important resources for stressed youth. In relation to incorporating these components, these 
programs implemented sources of self-efficacy – primarily enactive mastery experiences, 
vicarious experiences, and verbal persuasion. However, the source of interest – physiological and 
affective states – was not explicitly implemented in these programs. Based on these results, this 
chapter discusses the findings of this research as well as limitations and recommendations for 
future studies. 
Findings 
According to Durlak, Weissberg, and Pachan (as cited in Afterschool Alliance, 2014), 
“students participating in a high quality afterschool program went to school more, behaved 
better, and received better grades and did better on tests compared to non-participating students” 
(p. 1). Furthermore, previous research shows that afterschool programs, in general, provide 
children with a safe environment that promotes positive youth development in addition to the 
improvement of academic performance (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 2004). 
Smith and Carlson (1997) designate these individual characteristics as well as family factors and 
external support as protective factors for youth living in poverty. As mentioned previously, 
synthesized data from the three, peer-reviewed articles suggest that afterschool community arts 
programs promoted individual characteristics and involved social networks. However, it is not 
surprising that families were not an integral component of all three programs as afterschool 
programs occur during the time when parents or guardians are at work and are not able to fully 
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participant as members of the program (America After 3PM, 2014, as cited in Afterschool 
Alliance, 2014). 
The Promotion of Individual Characteristics 
 Based on the results outlined in the previous chapter, the three afterschool community 
arts programs promoted self-efficacy as an individual characteristic. This particular result is 
expected, as inclusion criteria required that the peer-reviewed articles examine self-efficacy as 
one of the outcomes from the program. However, other outcomes were present, such as 
motivation and self-esteem. These individual characteristics are important, particularly self-
efficacy, to enhance the resilience of youth who encounter stressful and psychosocial and 
physical environmental demands (Masten, Best, & Garmezy, 1990; Smith & Carlson, 1997; 
Taylor, 2010). The implications of self-efficacy is further discussed in the next main section. 
The Inclusion of Social Networks 
 Furthermore, these programs involved supportive social networks, including professional 
teachers and artists, participating adults and peers, counselors, community members, and school 
systems. Previous research shows that these external support systems serve as an additional 
protective factor for youth living in poverty (Baum, 1990; Masten, Best, & Garmezy, 1990; 
Smith & Carlson, 1997; Taylor, 2010). In particular, social networks are important as they 
provide: 
…esteem support, or indications that one is a person of value; informational support such 
as helpful problem-solving advice; instrumental support, that is, providing specific 
resources or services that assist in problem solving; and companionship support, or the 
opportunity to engage in activities with others. (p. 240). 
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However, Smith and Carlson (1997) also point out that youth must actually engage with other 
peers and that these relationships must be stable in ordered to consider forms of social support. 
The quality of these relationships was not described in detail from all three of the peer-reviewed 
articles, so it is difficult to understand the appropriateness of these relationships for youth who 
participated in these programs. In any case, these social networks existed in all of the three 
afterschool community arts programs. 
The Implementation of Sources of Self-Efficacy 
 As mentioned above, self-efficacy is a primary individual characteristic known to protect 
youth against poverty-related stress. The three afterschool community arts programs applied 
three of the four sources of self-efficacy, including enactive mastery experiences, vicarious 
experiences, and verbal persuasion. As enactive mastery experiences are the strongest source of 
self-efficacy – that is, the presence of this source increases self-efficacy more so than others – it 
can be concluded that these programs do enhance youth’s self-efficacy, according to Albert 
Bandura’s theory (1997). It is also important to note that these programs did not implement 
physiological and affective states as the remaining source of self-efficacy. The implication of this 
finding will be discussed further in this chapter. 
Limitations that Emerged During the Study 
 Although the present research study provides insight into the benefits of afterschool 
community arts programs for youth living in poverty, three limitations exist in relation to the 
research methodology that addressed the two, main research questions. These limitations indicate 
that an incomplete knowledge exists about how these programs can serve as systems of support 
and primary preventions for youth living in poverty as well as how these programs implement 
sources of self-efficacy. The discussion of these limitations follows. 
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First, the three programs presented in the peer-reviewed articles contained research 
objectives outside the scope of the present research study. Although these articles were chosen 
by a series of inclusion and exclusion criteria – one being self-efficacy as an outcome – the 
priorities of the programs and their respective results may have focused on other targeted 
program components and outcomes that are not specific to protective factors for youth living in 
poverty or self-efficacy. Thus, it is difficult to fully address the two, main research questions 
when an inconsistency of research objectives exists between the present study and the selected 
peer-reviewed articles. 
Secondly, self-efficacy requires an understanding of the program factors and activities on 
a microscopic level, which includes examining personal and interpersonal interactions. In 
relationship to enactive mastery experiences, for example, participants enhance their self-
efficacy by gaining hands-on experience with understanding and applying theories of arts 
disciplines. However, these experiences must also be challenging for the individual in order to 
increase self-efficacy (Bandura, 1997) Considering this example, the included peer-reviewed 
articles may not have described the entirety of the program that would support a full 
investigation of self-efficacy as an outcome. Therefore, understanding how afterschool 
community arts programs implement sources of self-efficacy, based on the included articles, may 
be incomplete, especially as it relates to the effectiveness of each source. 
 Finally, although the logic model was adapted to include context as an additional 
component based on Zief, Lauver, and Maynard (2006) as well as other modifications mentioned 
in Chapter 3, even then, it was not entirely suitable for capturing the relationship between 
planned aspects of the program – factors and activities – and the results of the program, 
including outputs and outcomes. Again, impact was not included, as the afterschool community 
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arts programs did not assess outcomes during a 7-10 year period (W.K. Kellogg Foundation, 
2004). Previous research suggests the appropriateness of logic models as a visual representation 
of the aforementioned relationship scheme. However, these studies examined previous literature 
in broad content areas to conduct an inventory analysis of the program as opposed to an 
examination of a specific outcome, such as self-efficacy. Thus, the logic models outlined by 
W.K. Kellogg Foundation (2004) and previous research studies (Leve, Fisher, & Chamberlain, 
2009; Whitlock, O’Connor, Williams, Beil, & Lutz, 2010; Zief, Lauver, & Maynard, 2006) are 
more conducive to conducting an overall assessment of present, planned aspects of afterschool 
community arts programs and their respective results. 
Recommendations 
Future Research 
Given the findings and limitations of the present research study, a range of 
recommendations exists for future studies. Although physiological and affective states were not 
implemented in these afterschool community arts programs, it could be argued that the arts, by 
itself, provide a way to reduce stress (Stuckey & Nobel, 2010). However, this was not an explicit 
outcome of these programs. Considering the population of participants, however, including 
measurements of stress is important in understanding how afterschool community arts programs 
counteract the effects of negative environments and how reducing stress can further influence 
self-efficacy through this particular source. 
 Secondly, further research should also measure the perceptions of participants. It is not 
only important that these sources of self-efficacy exist in these programs but also important to 
know their appropriateness for participating youth. As in the example described above, 
challenging experiences are necessary in order to increase one’s self-efficacy. Thus, it is 
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important to thoroughly understand the perceptions of the participants and the level of 
challenging experiences in order to fully enhance their self-efficacy (Bandura, 1997). 
As mentioned toward the beginning of this chapter, family involvement, although 
imperative, took a subsidiary role in afterschool community arts programs. However, two of the 
three programs discussed the importance of family members in relationship to these programs as 
well as in everyday life (Betts, 2006; Hanley, 2011). Therefore, further research should 
understand the impact of family involvement in afterschool community arts programs as a 
contributing factor to enhancing these programs as systems of support and primary preventions 
for youth living in poverty. In particular, it is important to understand how family members can 
be further immersed into these programs in facilitating positive youth development, including 
self-efficacy. However, this recommendation may be challenging as afterschool programs 
typically occur during the time when parents or guardians are working; and thus, parents and 
guardians may not be able to join in the programs (America After 3PM, 2014, as cited in 
Afterschool Alliance, 2014). 
The Application of Logic Models 
With future studies in mind, the present research study proposes an amended logic model 
presented in Table 7, which categorizes factors and activities, according to the sources of self-
efficacy. This logic model was adapted from Baxter et al. (2014). From this previous study, 
instead of the logic model scheme outlined by W. K. Kellogg Foundation (2004), the types of 
interventions were categorized as practitioner education, process change, system change, or 
patient intervention. These were used to track how interventions influenced outcomes, 
moderating and mediating factors, and impacts in relation to patient referral management (Baxter 
et al., 2014). Likewise, the proposed amended logic model demonstrates the connection between 
Figure 7. Amended logic model for assessing the influence of afterschool community arts programs on self-efficacy 
 
CONTEXT 
FACTORS ACTIVITIES FREQUENCY OUTCOMES IMPACT 
Enactive Mastery Experiences Immediate 
Vicarious Experiences 
Short-Term 
Verbal Persuasion 
Long-Term 
Physiological and Affective States 
DOMAIN(S) OF SELF-EFFICACY 
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the program resources and activities as well as their frequency of occurrence with respective 
outcomes, including immediate, short-term, and long-term, as well as impact – all in relationship 
to the sources of self-efficacy.  
Since the present study revealed that the factors, resources, and outputs were closely 
connected, the amended logic model allows for flexibility as indicated by the dotted lines, 
surrounding each source of self-efficacy. Furthermore, “outputs” is replaced by “frequency” as 
the prior term lends itself to confusion when differentiating it between outcomes. This became 
apparent while synthesizing data for the present study. By applying the amended logic model, 
practitioners, researchers, and policymakers can gain a greater understanding of the relationship 
between the planned aspects of a program and its respective results as they relate to each source 
of self-efficacy. 
Conclusion 
 Afterschool community arts programs can serve as systems of support and primary 
preventions for youth living in poverty. These programs also implemented three sources of self-
efficacy, as an individual characteristic that protects youth from poverty-related stress. These 
sources included enactive mastery experiences, vicarious experiences, and verbal persuasion. 
Results confirm previous research about afterschool programs in general, which provide children 
with safe environments that promote positive youth development. Although physiological and 
affective states were not implemented as a source of self-efficacy in these programs, it could be 
argued that the arts, by itself, provide a way to reduce stress. Considering the population of 
participants in the present research study, further research should aim to understand the benefits 
of afterschool community arts programs in counteracting the effects of negative environments 
and understanding how reducing stress can further influence the self-efficacy of youth. 
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1. The Arts in Psychotherapy: publishes 5 issues per annum, and is an international journal 
for professionals in the fields of mental health and education. The journal publishes peer-
reviewed articles (including illustrations) by art, dance/movement, drama, music, and 
poetry psychotherapists, as well as psychiatrists, psychologists and creative arts 
therapists, that reflect the theory and practice of these disciplines. There are no 
restrictions on philosophical orientation or application. 
 
2. Cambridge Journal of Education: publishes original contributions on all aspects of 
education with a particular emphasis on articles that span the divide between academic 
researchers and teachers. Cambridge Journal of Education has always enjoyed a wide 
international readership and encouraged contributors to make comparisons between 
different educational systems and cultures. Its readers include teachers, theorists and 
education policy makers - evidence of the journal's success at bringing together the 
different groups who determine the content and methodology of education. 
 
3. The Educational Forum: a doubly masked peer-reviewed journal published quarterly to 
provide thought-provoking, challenging essays, research reports, and featured works 
designed to stimulate dialogue in education on a worldwide scale. 
 
4. International Journal of Education & the Arts: serves as an open access platform for 
scholarly dialogue. Our commitment is to the highest forms of scholarship invested in the 
significances of the arts in education and the education within the arts. As editors, our 
personal goal is to create a communal space in which to incite productive dialogue 
revealing the potential of the arts within education through all forms of inquiry. The 
journal primarily publishes peer-reviewed research-based field studies including, among 
others, aesthetics, art theory, music education, visual arts education, media education, 
drama education, dance education, education in literature, and narrative and holistic 
integrated studies that cross or transcend these fields. 
 
5. Journal for Learning Through the Arts: A Research Journal on Arts Integration in 
Schools and Communities: a peer-reviewed journal focused on disseminating current 
theory, research, practice, and thinking on arts integration in schools and communities. It 
is sponsored by the Center for Learning in the Arts, Sciences and Sustainability, which 
builds on the expertise and combined knowledge of faculty in the Arts disciplines, the 
Humanities, Education, Psychology and Medicine to study the nexus of relationships 
between arts education, aspects of cognitive and social development, and public policy 
formation. 
 
6. Journal of Museum Education: the premier peer-reviewed publication exploring and 
reporting on theory, training, and practice in the museum education field. Journal articles 
– written by museum, education, and research professionals –explore such relevant topics 
as learning theory; visitor evaluation; teaching strategies for art, science, and history 
museums; and the responsibilities of museums as public institutions. 
 
7. The Journal of Primary Prevention: dedicated to a better understanding of primary 
prevention theory, practice, and research. Primary prevention involves preventing 
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predictable and interrelated problems, protecting existing states of health and healthy 
functioning, and promoting psychosocial wellness for identified populations of people. 
The journal publishes along the spectrum of prevention research including research on 
determinants, intervention development, intervention evaluation, methodology, 
dissemination, policy-to-practice, and meta-analyses. JPP particularly welcomes 
manuscripts on behaviors that may be established during childhood and adolescence that 
can lead to the major causes of morbidity, mortality, and poor quality of life in adult 
years. Both qualitative and quantitative studies are welcome. Content areas include, but 
are not limited to, intentional and unintentional injury, substance use, sexual behaviors, 
physical activity, nutrition, mental health, and school functioning. The journal also 
focuses on the major causes of disparities, social determinants, school- and community-
based programs, cross-cultural comparisons, community-based participatory research, 
and factors contributing to social injustice 
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Search 
Record Search Source Search Date Search Terms
Abstracts 
for Review
Articles for 
Review
Included 
Articles
1 PsycNET 1 April 2015 self-efficacy AND community arts 39 0 0
2 PsycNET 1 April 2015 self-efficacy AND afterschool 10 0 0
3 PsycNET 1 April 2015 self-efficacy AND art education 49 2 1
4 PsycNET 1 April 2015 self-efficacy AND art therapy 92 0 0
5 ERIC 1 April 2015 self-efficacy AND community arts 3 1 0
6 ERIC 1 April 2015 self-efficacy AND afterschool 3 0 0
7 ERIC 1 April 2015 self-efficacy AND art education 33 2 1
8 ERIC 1 April 2015 self-efficacy AND art therapy 4 0 0
9  Academic Search Premier 1 April 2015 self-efficacy AND community arts 17 1 0
10  Academic Search Premier 1 April 2015 self-efficacy AND afterschool 14 1 0
11  Academic Search Premier 1 April 2015 self-efficacy AND art education 46 1 0
12  Academic Search Premier 1 April 2015 self-efficacy AND art therapy 39 1 0
13
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND community arts 0 0 0
14
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND afterschool 0 0 0
15
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND art education 0 0 0
16
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND art therapy 0 0 0
17
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND arts 1 0 0
18
Journal for Learning Through the Arts: 
A Research Journal on Arts Integration 
in Schools and Communities 8 April 2015 self-efficacy AND creative 3 0 0
19
International Journal of Education & 
the Arts 8 April 2015 self-efficacy 4 0 0
20 Cambridge Journal of Education 8 April 2015 self-efficacy AND community arts 0 0 0
21 Cambridge Journal of Education 8 April 2015 self-efficacy AND afterschool 0 0 0
22 Cambridge Journal of Education 8 April 2015 self-efficacy AND art education 1 0 0
Search 
Record Search Source Search Date Search Terms
Abstracts 
for Review
Articles for 
Review
Included 
Articles
23 Cambridge Journal of Education 8 April 2015 self-efficacy AND art therapy 0 0 0
24 Journal of Arts & Humanities 8 April 2015 self-efficacy 1 0 0
25 Taylor Francis Online 8 April 2015 "self-efficacy" AND "community arts" 20 6 1
26 Taylor Francis Online 8 April 2015 "self-efficacy" AND "afterschool" AND "arts" 20 2 0
27 Taylor Francis Online 11 April 2015 "self-efficacy" AND "art education" 49 0 0
28 Taylor Francis Online 11 April 2015 "self-efficacy" AND "art therapy" 110 1 0
29 The Arts in Psychotherapy 11 April 2015 self-efficacy AND community arts 132 1 0
30 The Arts in Psychotherapy 11 April 2015 self-efficacy AND afterschool 0 0 0
31 The Arts in Psychotherapy 11 April 2015 self-efficacy AND art education 146 0 0
32 Journal of Museum Education 11 April 2015 self-efficacy AND community arts 2 0 0
33 Journal of Museum Education 11 April 2015 self-efficacy AND afterschool 0 0 0
34 Journal of Museum Education 11 April 2015 self-efficacy AND art education 3 0 0
35 Journal of Museum Education 11 April 2015 self-efficacy AND art therapy 3 0 0
36 The Educational Forum 11 April 2015 self-efficacy AND community arts 11 0 0
37 The Educational Forum 11 April 2015 self-efficacy AND afterschool 4 0 0
38 The Educational Forum 11 April 2015 self-efficacy AND art education 12 0 0
39 The Educational Forum 11 April 2015 self-efficacy AND art therapy 2 0 0
40 Journal of Primary Prevention 11 April 2015 self-efficacy AND community arts 15 2 0
41 Journal of Primary Prevention 11 April 2015 self-efficacy AND afterschool 1 0 0
42 Journal of Primary Prevention 11 April 2015 self-efficacy AND art education 15 0 0
43 Journal of Primary Prevention 11 April 2015 self-efficacy AND art therapy 5 0 0
INCLUDED ARTICLES 3
Search 
Record Author(s) Title Year of Publication Include (Y/N)
3 Catterall, J. S. & Peppler, K. A. Learning in the visual arts and the worldviews of young children 2007 Y
3 Terry, A. W. & Panter, T.
Students make sure the Cherokees are not removed… Again: A study of service-
learning and artful learning in teaching history 2010 N
5 Krensky, B.
Going on beyond zebra: A middle school and community-based arts organization 
collaborate for change 2001 N
7 Moorefield-Lang, H. M.
Arts voices: Middle school students and the relationships of the arts to their 
motivation and self-efficacy 2010 N
7 Betts, D. J. Multimedia arts learning in an activity system: New literacies for at-risk children 2006 Y
9 Rhodes, A. M. & Schechter, R.
Fostering resilience among youth in inner city community arts centers: The case of 
the artist collective 2014 N
10
Wilson, N., Dasho, S., Martin, A. C., Wallerstein, 
N., Wang, C. C., Minkler, M.
Engaging young adolescents in social action through Photovoice: the Youth 
Empowerment Strategies (YES!) project 2007 N
11 Rapp-Paglicci, L., Stewart, C., & Rowe, W.
Can a self-regulation skills and cultural arts program promote positive outcomes 
in mental health systems and academic achievement for at-risk youth? 2011 N
12 Huss, E. Elhozayel, E., & Marcus, E.
Art in group work as an anchor for integrating the micro and macro levels of 
intervention with incest survivors 2012 N
25 Hanley, M. S. You better recognize!: The arts of social justice for African American students 2011 Y
25
Moxley, D. P., Feen-Calligan, H., & Washington, 
O.G.M. Lessons learned from three projects linking social work, the arts, and humanities 2012 N
25 Clennon, O. & Boehm, C.
Young musicians for heritage project: Can a music-based heritage project have a 
positive effect on well-being? 2014 N
25 Ardoin, N. M., Castrechini, S., & Hofstedt, M. K.
Youth-community-university partnerships and sense of place: Two case studies of 
youth participatory action research 2014 N
25
Mutere, M., Nyamathi, A., Christiani, A., Sweat, 
J., Avila, G., & Hobaica, L.
Homeless youth seeking health and life-meaning through popular culture and the 
arts 2014 N
25 Johnson, V. & Stanley, J. Capturing the contribution of community arts to health and well-being 2012 N
26 Kataoka, S. & Vandell, D. L.
Quality of afterschool activities and relative change in adolescent functioning over 
two years 2013 N
26 Hawkins, L. K. & Certo, J. L.
It's something that I feel like writing, instead of writing because I'm being told to: 
Elementary boys' experiences writing and performing poetry 2014 N
28 Wallace-DiGarbo, A. & Hill, D. C. Arts as agency: Exploring empowerment of at-risk youth 2006 N
29 Kim, J. B., Kirchhoff, M., & Whitsett, S.
Expressive arts group therapy with middle-school aged children from military 
families 2011 N
40 Nelson, A. & Arthur, B.
Storytelling for empowerment: Decreasing at-risk youth's alcohol and marijuana 
use 2003 N
40 Moran, J. R. & Reaman, J. A. Critical issues for substance abuse prevention targeting American Indian youth 2002 N
INCLUDED ARTICLES 3
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